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ABSTRACT
The results and proceedings of the first annual

Bilingual/Bicultural Testing and Assessment Workshop, held in
Berkeley, California, on January 27-28, 1972, are presented in this
publication. Approximately 150 bilingual psychologists and
evaluators, educators working in bilingual/bicultural programs, and
community representatives from California and Texas attended.
Evaluations were rade and the summaries are included of 8 tests used
extensively in bilingual programs: the Wechsler Intelligence Scale
for Children, the Comprehensive Tests of Basic Skills, the
Cooperative Primary, the Lorge-Thorndike, the Inter-American
Series--General Ability, the Culture-Fair Intelligence Test, the
Michigan Oral Production Test, and the Peabody Picture Vocabulary
Test. Also included in this publication are (1) an overview of the
problem of assessment and evaluation in bilingual education, (2) a
professional critique of the Inter-American series by Dr. Barbara
Havassy, (3) a brief description of a Criterion Referenced System
developed by Eduardo Apodaca, and (4) an article by Dr. Edward A.
DeAvila discussing some of the complexities involved in testing and
assessment of bilingual/bicultural children. pm
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Preface

This publication is the fruition of a joint effort by the

Bay Area Bilingual Education League, Berkeley, and the Multi-

lingual Assessment Program, Stockton. I wish to acknowledge

Dr. Rene Cardenas, Director of BABEL and Mr. Joe R. Ulibarri,

Director of the Multilingual Assessment Program, for their

fine cooperation, interest, and support of this effort.

It was the intent of this publication to share the results

and proceedings of the first annual Bilingual/Bicultural

Testing and Assessment workshop. Enclosed herewith the reader

will find a test by test summary of the discussion and con-

clusions reached during the workshop sessions. The reader

will find that this represents a lay effort to find a solu-

tion to one of the most pressing problems in Bilingual

Education, that of Assessment and Evaluation. An overview

of this problem is also presented so that the reader might

gain additional insight into the processes that led up to

the present "state of the art" in Bilingual/Bicultural Educa-

tional Evaluation. We are grateful to be able to include a

professional critique of the Inter-American Series by Dr.

Barbara Havassy, consultant to the Multilingual Assessment

Program, Stockton, even though it was not an official part

of the assessment workshop. Her work, entitled "A Critical

Review of the New Inter-American Series" should make a timely



and valuable contribution to those projects contemplating

use of this instrument.

A brief description of a Criterion Referenced System developed

by Eduardo Apodaca in also presented and stimulates the appe-

tite for further investigation and experimentation with this

methodology.

Dr. Edward A. DeAvila's original presentation, "Testing Ton-

terias" has been graciously expanded to present additional

considerations for our readers. "Some Cautionary Notes on

Attempting to Adapt I.Q. Tests for use with Mlnority Chil-

dren and a Neopiagetian Approach to Intellectual Assessment:

Partial Report of Preliminary Findings" spells out more

clearly some of the complexities involved in testing and

assessment of Bilingual/Bicultural children.

This is hopefully only a beginning effort by Title VII pro-

jects to deal with an area where there are far too few experts

and far too many novices attempting to tackle problems that

are "Anglo" created, perpetuated and rewarded. As we continue

the struggle it is imperative that the fruition of our

efforts be shared. In this regard I welcome your comments

and suggestions and promise to continue this effort in/the

San Francisco Bay Area.



Requests for further information on this subject may be

addressed to Mr. Joe Ulibarri, Director, Multilingual Assess-

ment Program, 1111 No. El Dorado, Stockton, California,

or to me at 1414 Walnut Street, Berkeley, California 94709.

I-- oce11,

Olivia Martinez
Bay Area Bilingual Education

League

June, 1972
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Foreword

by Olivia G. Martinez

Bilingual Education originated in 1967 as an amendment

to the Elementary and Secondary Education Act. It provided

for the development and incluSion of a Bilingual Education

program in districts that contained a sizeable number of

Spanish-Speaking pupils. Prior to this time school districts

that served predominately Spanish-Speaking pupils concentrated

on crash "ESL" or "English as a second language" programs

that were designed to teach English as soon as possible so

that the native Spanish speaker would "function" in a regular

classroom.

It is not insignificant that it carne after generations

and generations of Mexican-American pupils had already been

"pushed out" of the educational system. California and the

Southwest have long held the distinction of having the largest

number of bilingual inhabitants. Bilingual needs have been

around for a long time and were documented as early as 1934

when Chicano Educators first made their plea to the Psycholo-

gical Associations for testing and assessment in one's native

tongue.1 Indeed California's first constitution was written

in the Spanish Language! One can hardly turn a corner in

California without a glaring reminder of the rich Spanish

and Mexican heritage documented throughout the state.



It is sad to note that bilingual education was recog-

nized as a valuable and necessary program for theSouthwest

only after Congress saw fit to enact legislation to assist

the "political refugees" from Castro's Cuba. They drew the

very logical conclusion that if they were to welcome and

provide for the large influx of Cubans same provision had to

be- made to accomodate their bilingual needs in education.

Thus the first monies were allocated to teach these unfor-

tunate victims of a communist regime the language they

would need to know for survival in their new country. Clearly

the emphasis was on the acquisition of English. From there

it was a fairly simple matter to make the generalization to

the southwestern communities who were also seen to be unfit

and unprepared because of their language differences to bene-

fit from and contribute to American society.

Today there exists a hodgepodge of programs under the

banner of Bilingual Education, but not that many that actually

practice what they preach. We at BABEL recognize a program

as such only when instruction is offered in the dominant

language of the child. The child should be allowed to

achieve mastery in his own tongue before introducing a

formalized reading program in English. Even then the

child should be encouraged actively to continue concept

and vocabulary improvement in his first language. Research

conducted on Bilingual Education in Canada revealed that

pupils who were totally fluent in their first tongue and

could read and write their own language had a much easier



time of acquiring a second language fluently and even went

on to excell when compared to monolingual peers.
2

In this country, where pluralistic education has been

a vague concept at best, Bilingualism and Eiculturalism

has been viewed as a handicap! Despite the fact that certain

segments of society, as many European societies, have long

recognized the desirability of learning two languages, two

cultures, etc. Indeed one qualification for entrance to

colleges ana universities was a foreign language program.

Yet, Chicanos have been admonished anddiscouraged from

perpetuating our "ready-made" bilingualism/biculturalism.

Nowhere is this "handicap" so evident as in the area of

evaluation, testing and assessment. More Chicano children

have been labeled, placed, tracked, grouped and guided on

the basis of various test scores than on any other single

factor in the classroom. While there is no hard data to

substantiate this claim, there are considerable statistics

to document the failure of the public school system in educat-

ing Bilingual, particularly, Chicano children.3 Sometimes

referred to as the "push-out" rate, this well and perhaps

overdocumented phenomena in many cases begins with a stan-

dardized test of some sort.

Aside from the "routine" testing for special educational

needs and placements, an additional phenomena of testing for

program effectiveness has emerged as a serious concern to

Bilingual/Bicultural Educators. Bilingual Education is of

vii



necessity an innovative program based on an innovative approach

to educating all children. How then, can a traditional pre/

post test evaluation design, using traditional standardized

instruments be expected to effectively evaluate an innova-

tive, multi-component program?

The Bay Area Bilingual Education League (BABEL) has

five major components: The Instructional Program, Staff

Development, Curriculum and Materials, Higher Education and

Media. To expect a standarized test or even a series of tests

to document the effectiveness of these highly specialized

areas is fallacious to say the least. Yet when school boards

and administrators attempt to evaluate a program, particular-

ly with regard to refunding or expansion, invariably one

hears the test scores being reported.

California has two required statewide programs for

testing pupils in the public schools. They are the California

School Testing Program and the testing required under the

Miller-Unruh Basic Reading Act of 1965. The California School

Testing Program began with a law passed at the 1961 Session

of the Legislature for the purpose of revealing the status

of California students with respect.to the academic skills

and content they have acquired. Amended in 1963, the act

requires testing with intelligence, achievement and physical

performance. The tests adopted for use in the 1969-70

school year are the Lorge-Thorndike Intelligence tests in

grades 6 and 12, the Comprehenlive Tests of Basic Skills in

grade 6, the Iowa Tests of Erationa1 Development in grade 12



and the California Physical Performance Test in grades 6 and

12. Intelligence tests are administered during the months

of October and November, achievement tests during the

months of October, andphysical performance tests during

April and May.

The Miller-Unruh Basic Reading Act Testing in grades 1,

2 & 3 was required in connection with a program to improve

reading instruction in the primary grades. The Cooperative

Primary Reading Test is administered the first 10 school

days in May. Test results are reported to the State Depart-

ment of Education, and one of the uses made of the required

testing is in establishing the system of priorities for

funding under the Miller-Unruh Basic Reading Act. Also,

test results are used for evaluation of reading programs

on both the district and State levels.
4

In addition to a concern over how well California pupils

are doing compared to the rest of the nation, the state

mandated testing program was snen as a means of prodding dis-

tricts into revampin9 instructional procedures. This is

apparently accomplished by publishing test scores in local

papers where district by district comparisons as well as

school by school comparisons could be made. Thus we have a

situation where districts and schools are first rewarded

for low test scores (qualifying foi the Miller-Unruh funds)

and then possibly penalized when significant growth is or is

not reflected in the scores (evaluation for continued fundin;!).

There is considerable evidence to document the inadequacy

ix



of standardized testi for soma minority and/or culturally

different, bilingual children. If one is dissatisfied

with this point of view (based on work done by Dr. Palomares,

Dr. Steve Moreno, George Sanchez and others) then he need

only refer to the various law suits pending on the misuse

of standardized tests results, for Spanish-Speaking children.5

Yet standardized tests continue to be treated as if they

do in fact adequately assess such children. The problem is

complex and emotionally charged. If one wants only to

know how well Bilingual/Bicultural children perform on

standardized I.Q. and achievement tests in comparison to

middle class children, ard if one wants to know how well

minority children can do on a dominant culture value oriented

(i.e. how well he can take anglo tests), and if one wants

evidence of how implicit functional objectives of various

educational programs are failing to serve bilingual/bicultural

children, than that is a defensible position. Since a rela-

tively small percentage of people understand testing, test

development and statistical inferences, it is well to

consider the current use of standardized tests "assume a

universality in community of experiences...a test is valid

only to the extent that the items of the test are as common

to each child tested as they were to the children upon

whom the norms were based." The problem as I see it relates

to the fact that tests are not administered for the positions

described above, or even with those notions in mind. Instead,

standardized tests are used as a reflection of the innate,



and potential intelligence of children, as a predictor of

future accomplishments (rememker the self-fulfilling prophecy),

as a device to group and label, and finally as proof of the

inadequacy and handicaps a bilingual/bicultural child brings

to the educational setting.

Dr. Uvaldo Palomares has described the unique motiva-

tional style Chicano youngsters bring to the claroom. Ha

also discusses the concept of positioning andcultural diver-

gence in an attempt to document how standardized I.Q. tests

are not fair to Chicano Children. 6
We don't need any mortz

evidence. Most persons knowledgeable about tests and their

uses readily agree with George sanchez's position that the

worth of test-results lies in their proper interpretation

and in the assistance which such interpretation lends to fur-

thering the educational needs of the pupil. An I.Q. ratio,

as such has no value. It is only when that measure is used

critically in promoting the best educational interests of

the child that it has any worthwhile significance to the

educator.
7

Yet test publishers willingly demonstrate how to

collapse scores to yield a grade equivalents I.Q. and per-

centile rank, that require a tremendous stretch of the

imagination to be seen as helpful to the teacher.

I could provide pages and pages of anecdotal material,

including several personal experiences that would dramatically

illustrate the evils of testing minority students, however,

I reject the notion that Minority educators must continue to



perform before our advice is heeded. We know the dangers

in using standardized tests is their misuse, the test

publishers know it, and many key educators know it. If the

State of California, by mandating such tests and allowing

their continued misuse is the originator and perpetuator

oft say, tracking, and labeling, what does that say for

California's commitment to equal educational opportunity?

Elsewhere in this publication is a description of a

testing and assessment workshop recently hosted in Berkeley

by BABEL. This meeting of approximately ISO evaluators,

psychologists, and educators was originally conceived because

of the dissatisfaction and concern of Chicano, Asian and

other bilingual educators, with the continued use of stan-

dardised achievement tests and traditional I.Q. tests.

As evaluators of Bilingual programs we were particularly con-

cerned about the use of such tests for programmatic evaluation.

The problem is multi-dimensionals Bilingual programs

need thorough evaluations. Mt must be able to assess where

and how effectively we are going. What is happening to

children in our programs that would not otherwise happen

to them? As discussed earlier in this paper, there is evidence

to suggest that routine testing and assessment of Bilingual/

Bicultural children is unhelpful, if not harmful, The simple

translation of existing tests is unsatisfactory and merely

results in presenting the same unacceptable, culturally biased

content in Spanish, (sometimes changing the degree of difficulty

xii



in the process). Development of new bilingual/bicultural

instruments is costly, time-consuming and would most likely

perpetuate the worn out concept of testing the child

and not the system. Besides, there is no one test in exis-

tence today that adequately assesses anglo children, let

alone the many and various programatic components. Excluding

bilingual/bicultural children from existing state and

district testing programs suggests a continuation of the

"labeling by separation" tendencies we are attempting to

destroy.

A recent survey by the Multi-lingual Assessment Program

in Stockton revealed the thirteen most commonly used tests

in Bilingual Education Projects in California to be as

follows:

Culturo Fair Intelligence Test

Van Alystyne Picture Vocabulary Test

Peabody Picture Vocabulary Test

Metropolitan Readiness Test

Inter-American Series

Goodenough Draw a Person

Lorge Thorndike*

Stanford Achievement*

Michigan Oral Language Test

Test of Basic Experiences

Metropolitan Achievement Test

Comprehensive Test of Basic Skills*

Cooperative Primary*

*State Mandated Testing Program

xiii f'
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Many people have repeatedly criticised these instruments

and how unhelpful they are. Few people have actually docu-

mented where these tests penalize or harm bilingual/bicul-

tural children, and this was the ambitious task of this

first workshop on Testing and Assessment. A second objective

was to look at the Criterion Referenced system as an alter-

native to traditional assessment. The proceedings of this

workshop along with the resolutions passed describe how

enormously complicated this task was and more than likely

attests to the general naivete of persons using such tests.

That is, it was only when groups attempted to document the

so-called inadequacies of tests that they became truly

aware of the intended usea of such instruments and how little

they actually knew about them. In several instances, what

the author of the test intended, and what the publishers

suggested and what the school personnel actually used the

tests for were all very different! Few persons took the

radical position of categorically condemning all tests for

all purposes under any circumstances. However, few could

deny that the gross misuses of tests historically and up

to the present did warrant such considerations and that

perhaps some sort of moratorium might be necessary as an

interim measure.

While we were unable to critique all the tests as

hoped, in general I felt many people left this workshop

more informed and more comfortible in their conviction



that standardized tests should be removed from their

position of sanctity and relegated to a more menial

place in education, but uncomfortably aware of the fact

that the blame for the devastating results labeling has had

on bilingual populations does not lie with the test alone;

nor will the simple act of discontinuing their use provide

the solutions to our dilemma.

In the meantime, then, can we please turn our attention,

energy and resources to alternatives to standardized testing,

i.e. non-obtrusive measures, behavioral and affective areas

and Criterion-Referenced Tests?

THE CRITERION-REFERENCE MODEL

Of the several alternatives presently available to us,

the Criterion-Referenced Model appears to be the most promising.

In an article by Rex Jackson entitled "Developing

Criterion-Referenced Tests", a definition of Criterion-Referenc-

ing is offered as follows:

According to Wang (1969) a "criterion-referenced test

is an achievement test developed to assess the presence or

absence of a specific Criterion behavior described in an

instructional objective". The term appears to have been

introduced by Glaser (1963) in a paper in which he tAstinguishes

"criterion-referenced" from "norm-referenced" testing. In

the latter, an individual's test performance is interpreted

with respect to theperformance of other individuals who

belong to some specified population. In contrast, the

XV 14



interpretation of an individuals' performance on a criterion-

referenced test is a behavioral statement (or set of state-

ments) that is made without reference to the performance of

other individuals.8 This system has also been referred to

as compentency-based or even pracision teaching. I feel

that essentially they are all the same thing - that ie.they

all attempt to test what one has been teaching, not what

some testdeveloper assumes has been taught.

Two bilingual education programs, one in Indio and the

other in Santa Ana, California are currently using such

a model and initial indications are very promising.
9

No one is willing to categorically state that Criterion-

Referenced Tests will provide the solutions to all our prob-

lems. However, it certainly appears to suit the needs of

Bilingual/Bicultural Education more readily than norm-refer-

enced or standardized tests. Let's keep testing in its

rightful place - as a mere tool in the educational kit

designed to educate and serve.
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PART 1 TESTING AND ASSESSMENT WORKSHOP

Rationale For The Meeting

In response to growing dissatisfaction among bilingual/

bicultural educators, evaluators and psychologists with the

continued use of standardized achievement and traditional

IQ tests, BABEL held a Testing and Assessment Workshop

in Berkeley, California on January 27-28, 1972. In atten-

dance were approximately 150 bilingual psychologists and

evaluators, educators working in bilingual/bicultural pro-

grams, and community representatives, from all over the

Bay Area, Northern and Southern California, and Austin, San

Antonio, Port Worth and Crystal City, Texas.

The conference was planned with three specific objectives

in mind. First, while people have repeatedly criticized exist-

ing tests being used in Bilingual Education Programs, few

have actually documented where these tests penalize or harm

bilingual/bicultural children. The first objective of the

BABEL conference was to examine closely eight of these instru-

ments and attempt to document harmful or inappropriate facets

of them. The following tests, all used extensively in Bilingual

Education Programs, were so discussed:

WISC (Weschler Intelligence Scale for Children)
CTBS (Comprehensive Tests of Basic Skills)
Cooperative Primary
Lorge-Thorndike
Inter-American Series--General Ability
Culture-Fair Intelligence Test
Michigan Oral Production Test
Peabody Picture Vocabulary Test

1
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2

A second objective was to look at the Criterion Referenced

models as a realistic alternative to traditional assessment.

The third objective was to formulate and adopt a resolution(s)

for consideration in Sacramento and elsewhere in the country.

The format of the conference was organized to facilitate

the implementation of the above objectives. The conference

opened on Thursday morning, January 27, 1972 with an informal

coffee hour, followed by introductions and a welcome given

by Dr. Rene Cardenas, Director of BABEL. Mrs. Olivia

Martinez, Coordinator of Testing and Evaluation, gave a short

background of the initial conception of the conference, and

the responsibilities of those in attendance. The General

Session was conducted by Dr. Ed DeAvila of the Multi-Lingual

Assessment Program in Stockton, California. The text of his

talk, "Testing Tonterias", is included here in this pamphlet.

After a short break the entire group broke up into eight

workshop sessions to evaluate the tests mentioned above. The

workshop members were asked to examine, discuss and evaluate

their test according to the following guidelines: vodabulary,

illustrations, directions, lay-out design, cultural implica-

tions, translations, timing and scoring procedures, and

norming of the test. A copy of the critique guidelines can

be found in this pamphlet. (The workshop sessions lasted

into the late afternoon). At the end of the sessions, each

workshop member was asked to summarize his findings about the

test in terms of the effectiveness and appropriateness of

the test for use with bilingual/bicultural children in Bilingual
.)
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Education Programs. The members were also asked to complete

and sign a position statement on the test, in which recom-

mendations for the future use of the test were stated:

continued use, modification, discontinue. A copy of the

position statement appears in this pamphlet. Late in the after-

noon a general session was held in which the findings and

recommendations of each workshop were briefly summarized,

discussed, and legal strategies considered.

The general session on Friday, January 28, 1972 dealt

with alternatives to present standardized tests. Ed Apodaca,

Director and Tomas Lopez, Evaluator of Project Hacer Vida

spoke about "The Indio Criterion Referenced Model", and

explained to those in attendance the formation, objective

and use of the Criterion Referenced tests. Mr. Ben Soria,

Director and Norm Nicolson, Evaluator reported on the Santa

Ana Evaluation plan. It was felt that theCriterion Referenced

Models along with attitudinal surveys, self-concept measures

and other affective considerations should provide an appro-

priate and meaningful measure of program effectiveness. The

rest of the morning and early afternoon was devoted to small

grade level meetings in which the criterion referenced modls,

other alternatives, resolutions and position statements were

discussed. Late in the afternoon another general session was

held to draft group resolutions and discuss potential legal

strategies.

The participants were also asked to fill out a form

evaluating the various aspects of the two day conference. A
.)n
6 U



4

copy of this evaluation form is included in the pamphlet.

The general opinion of the conference participants was vety

favorable.

BABEL is planning another Workshop to be held sometime

during the school year 1972-73. This conference will concentrate

on the Criterion-Referenced Models of assessment--how they

are constructed and how they are to be used. BABEL also

hopes to establish a means of training people in the uses

andimplementation of the Criterion.Referenced models

in order that these models can be used in the trainee's

school districts.
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Wechsler Intelligence Scal for Children -- WISC

The Wechsler Intelligence Scale for Children grew out

of the Wechsler-Bellevue Intelligence Scales used with

adolescents and adults. The WISC may be used with children

ages 5 through 15.

The WISC consists of 12 tests which are divided into two

subgroups identified as Verbal and Prformance. The tests

of the scale are grouped as follows: Verbal; General Infor-

mation, General Comprehension, Arithmetic, Similarities,

Vocabulary and digit span. Performance; Picture Completion,

Picture Arrangement, Block Design, Object Assembly, Coding

or Mazes. Normally, 10 of these tests are given. Digit span

and Mazes (or Coding) are considered supplementary tests to

be added when time permits, or used as alternate tests. While

the tests are identified as Verbal and Performance, and differ

as these labels indicate, they each tap other factors, among

them non-intellective ones, which produce other classifica-

tions or categories that are important in evaluating the

individual's performance.

The theory underlying the WISC is that intelligence

cannot be separated from the rest of the personality. An

attempt is made, then to take into account the other factors

which contribute to the total effective intelligence of the

individual. The WISC renounces the concept of mental age

as the basic measure of intelligence--/.Q.s are obtained by



comparing each subject's test performance exclusively with

the scores earned by others in his own age group, rather

than by comparing the performance with composite age groups.

Also, no attempt has been made to define the social and

clinical significance of any given IQ.

The group that evaluated the WISC was greatly concern&

with the cultural orientation of the test. It was definitely

felt that this test is not anywhere within the cultural

reference of bilingual/bicultural children. The test is

Anglo-culture oriented, and neither the illustrations

nor the Vocabulary can be generalized to other cultures. The

consensus of the groupwasthat this test is an unfair instru-

ment to use in measuring the IQ of bilingual/bicultural chil-

dren. When used ytth bilingual/bicultural children, the

WISC measures acquired aculturation to mainstream middle

class white culture, rather than I.Q.

In terms of directions and timing, the group felt that

the WISC creates problems for the bilingual/bicultural child.

The directions are too difficult in both the written and

oral forms for these examinees. Many bilingual/bicultural

children are unable to read the written directions because

of their initial problems in learning to read English. Often,

too, the oral directions are difficult because of the unfami-

liar vocabulary that is used. The WISC is a timed test. The

majority of the group was convinced that timed tests are

not valid for testing bilingual/bicultural children, because

they do not give an accurate picture of the actual abilities.

t-3
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It was also felt that the WISC is too long, thus fatiguing

the examinees, and again, not giving a true picture of

ability.

The group was critical, too, of the lay-out design and

illustrations used in the WISC. It was felt that there are

few illustrations, and that there should be more available

on the test. The lay-out design is also inadequate. There

are too many items crowded onto each page, making the

test confusing, especially for primary grade children.

The group was adamant about the fact that this test was

not developed for testing bilingual/bicultural children.

Considering this fact, the group felt that translating this

test directly into Spanish would not make it more valid.

The group decided that a translation of the W1SC would

have to take several things into account. First, a transla-

tion would have to be correlated with classroom instruction

and activities in bilingual education programs, in order to

give the test validity. Secondly, any translated version of

the WISC would have to consider the many regional variables

in written and spoken Spanish in the United States. These

variables would have to be included in the test, and accepted

as correct responses where applicable.

The group felt that the result of the WISC are absolutely

confusing and meaningless for bilingual/bicultural children.

The group was concerned about the fact that the results of

4")
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the WISC would label bilingual/bicultural children and

negatively affect teachers' attitudes toward students. The

majority of the group seemed to feel that the WISC could

possibly be used only as a diagnostic test, but that it is

totally invalid as an intelligence test when used with

bilingual/bicultural children.

It should be noted that there is a movement in the

California State Department of Education to initiate a

project to renorm the WISC for the bilingual/bicultural popu-

lation of the state. The evaluation group was definitely

againsttherenorming of the WISC for the following reasons:

A. There is a Spanish version of the WISC already

developed in Puerto Rico which is not desirable because

it does not include regional variations in the Spanish

language.

B. The researcher presently involved in the renorming

project is not bilingual/bicultural.

C. Research shows that bilingual children generally

do not benefit from taking a Spanish version of an

I.Q. test.

D. The population that would be normed is linguistically

very diverse in Spanish, which would make the renorming

of this test difficult, and the results, at best, vague.

E. The group rejects the use of I.Q. as a solitary

measure of the intelligence of bilingual children.

F. There is a need for the development of criterion

reference measures to determine the abilities of bilingual/

r.;
bicultural children.
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In conclusion, the group seemed to feel that the WISC

can not effectively evaluate either the success or weakness

of a bilingual program, the potential and I.Q. of bilingual/

bicultural children, or what these children learn in bilingual

education classes. It was concluded that the WISC does not

reveal to the classroom teacher how she might improve her

teaching. The group was concerned with the fact that taking

this test .might definitely be harmful to the bilingual/bicul-

tural child, unless the test was used for diagnostic purposes.

The majority of this group seemed to feel that the WISC could

not be effectively modified for use in bilingual education

programs, and that new instruments should be developed to

replace the WISC.

The group recommended that the WISC be discontinued

as an evaluative tool for bilingual/bicultural populations,

but that its use be continued for individual diagnostic

purposes on special children with certain learning difficul-

ties. The group suggested "...that an organized group of

bilingual/bicultural psychologists (i.e. through CASPP)

recommend to the State Department of Education or to the

State Legislature or to whomever can effect change in each

state, that any existing version of WISC be discontinued as

a measure of intelligence when used with bilingual/bicultural

children."

2C



The Comprehensive Tests of Basic Skills -- CTBS

The CTBS are a series (of batteries) of 10 tests in four

basic skills areas: reading, language, arithmetic and study

skills. There are four levels of the CTBS in the series,

designed as follown: Level 1 for grades 2.5-4.9; level 2

for grades 4.0-6.9; level 3 for grades 6.0-8.9; and level 4

for grades 8.0-12.9. The overlapping levels provide the user

with a choice of level for use in Grades 4,6 and 8.

These tests were designed to measure the extent to which

the individual student has developed the capabilities and

learned the skills which are pre-requisite to the study of

specific academic disciplines. Theemphasis in this series

is on the measurement of (the grasp of) broad concepts and

abstractions developed by all curriculums, and on facility

in such skills as classifying, manipulating, translating

and interpreting, which are needed in the effective use of

language and number. These tests are not like basic achieve-

ment tests in that they are not affected by the content

material used to teach students. Performance is affected

by the grade level at which topics are introduced into the

curriculum and by the development of the necessary capabilities

to perform the tasks.

The test items in the CTBS for the four skills mentioned

above generally measure the following: the ability to

recognize and/or apply techniques, including performing
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fundamental operations; the ability to translate or convert

concepts from one kind of language (verbal or symbolic), to

another; the ability to comprehend concepts and their inter-

relationships; the ability to extend interpretation beyond

the stated information.

In evaluating the CTBS for use with bilingual children

and/or in a bilingual program, there were several general

considerations that concerned the group of evaluators.

Of primary concern was the fact that the CTBS is oriented

toward the Anglo culture, Anglo study skills and school

situations and obviously, Anglo use of the English language.

This orientation might make the CTBS fairly effective when

used with white middle class Anglo students. The same

orientation renders the CTBS highly ineffective and inappro-

priate when used to evaluate the abilities of bicultural or

bilingual students. There is little in the CTBS that

bicultural/bilingual children can relate to and it is signi-

ficant that tests like the CTBS do not have multi-cultural

considerations, so as to be appropriate for those who must

take the test. Thus, it was felt that the CTBS is being

used presently in the state of California not because of its

effectiveness, but for two very different reasons. First,

it is a state mandated test, that is, it is de3ignated for

use in the public schools of California by the State Depart-

ment of Education. Secondly, results of the CTBS show

bicultural/bilingual students functioning far below grade
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level, and these results are used as a vehicle for obtaining

state and federal financial aid for various school districts.

The group was also concerned about the directions used

in administering the CTBS. It was felt that the bilingual/

bicultural child could have difficulty understanding the

directions of this test because of a possible limitation in

kno*ledge of English, andhis problems with written English.

It was decided that translating the directions into written

Spanish would not be beneficial to the bilingual child

because of the fact that many Spanish-speaking children in

the United States are illiterate in Spanish.

It would be invalid to translate the existing CTBS into

standard Spanish not only because of the illiteracy problem,

but also because of the regional differences both in Spanish

language and culture, make it very unlikely that the test

could be normed for a general area or region of the country.

The possibility of a national standardized test for bilingual

children was discussed in these terms, and was rejected by

the group of evaluators.

The evaluators considered the lay-out design of the

CTBS very confusing for the examinees. The pictures,

questions and phrases are poorly spaced on the pages of the

test. They are cramped together and present an unorganized

and indiscriminate et of stimuli for the examinees.

The group rejected the concept of the timed test. The

timed test adds a great deal of tension and pressure to the

testing situation, and thus tnds to give an imprecise picture

.11)
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of the examinees' abilities. It was also felt that the

CTBS is too long and tends to fatigue the examinees. The

fatigue factor can affect the results of the test.

Another consideration that the group was concerned

with-MeTheyeerimrprocedsres-of the CTBS. They felt

that there is little correlation between the test scores and

actual classroom behavior. There seem to be many instances

where the examinees do poorly on the test but are progressing

fairly well in the classroom. It was also felt that any type

of score on a test such as the CTBS is dangerous in that it

tends to be misused by classroom teachers in labeling students

and student potential, and thus creating a particular bias

in teacher attitudes toward students.

The group that evaluated the CTBS came to several conclu-

sions about the appropriateness of this test for use with

bilingual/bicultural children. It was decided that the CTBS

effectively evaluates neither the potential of the bilingual/

bicultural child, nor what a child has learned in bilingual

education classes, nor the successes or weaknesses of

bilingual education programs. It was felt that the CTBS is

also ineffective in revealing to the classroom teacher

how she may improve her teaching. Moreover and more impor-

tant, it was decided that taking this test is of negative

value to the bilingual/bicultural child,andmay very possibly

be harmful to him. The majority of the group felt that

there was a possibility that this test could be modified

for use in a bilingual education program, but that the success
n
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of such modification was doubtful. .

The evaluation group recommended that the CTBS be

discontinued as an evaluative tool for bilingual/bicultural

populations. The group felt that, "A new instrument should

be developed which takes the child's cultural reference and

language capabilities into *consideration. The CTBS scores

are not only invalid, but in many instances are detrimental

to the self-concept of bilingual/bicultural students."

31



Cooperative Primary Reading Tests

The Cooperative Primary Tests are carefully constructed

and standardized general achievement tests. As such, they

may be expected to serve a wide variety of educational and

administrative purposes. One of the major purposes of the

test series supposedly is to provide teachers with measures

of children's concepts and skills that closely relate to

their work inthe classroom. Identify other forms, i.e., math.

The skills being tested on the cooperative Primary

Reading Tests are representative of three categories: Compre-

hension, which asks for identification of an illustrative

instance and/or identification of an associated object or

instance; Extraction, which asks for the extraction of an

element or elements, the extraction of an element in order,

or the identification of an omission; and Interpretation,

Evaluation and Inference. There are no time limits. The

children are allowed as "reasonable" amount of time to

finish the test.

The Cooperative Primary Reading Tests were normed in

April of 1966 in four regions of the United States. Approxi-

mately 1700 public school children at 170-176 schools made

up the sample at each grade level. The data gathered from

these administrations were used to develop scaled scores,

percentile ranks, stanines and grade equivalents. The

Cooperative Primary Reading Tests yield one score: the

total number of correct responses. The most widely used



16

means of Interpreting this raw score for these tests is

percentile ranks. In some cases test scores may provide the

teacher with important clues about the achievement of a

child. "In most cases, however, test scores will serve

primarily as verification of her judgement." (manual p.8)

There was general agreement among the members of the

group that evaluated the Cooperative Primary Tests, that

these tests have some value when used with the intended

population-similar to the norming population-middle class,

monocultural, English-speaking children. The group unanimously

felt that these tests do not have validity when used with

bilingual/bicultural children. In coming to these conclusions,

the group dealt with several basic considerations.

First, the group was concerned with the vocabulary items

used on the Cooperative Primary Test. It is much too advanced,

not only for a heterogeneous group cf examinees that includes

bilingual/bicultural children, but most probably for any child

taking the test. It was felt that many of the items

are difficult, and inappropriate, because they are regionally

oriented. Words like "mitten" and "snowman" are for many

pupils, inappropriate items when used in certain regions of

the country. Many of the evaluators also felt that the

vocabulary used in the directions is difficult, and particu-

larly o for bilingual/bicultural children. A major criticism,

too, was that the directions are too lengthy, almost to the

point of becoming unclear.

Of particular concern to this group of evaluators was

", 0
0 t.
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the general lay-out design and visual presentation used in

the Cooperative Primary. It was felt that the lay-out

is definitely too crowded, both picture and vocabulary items

are packed together on each line and each page. The total

effect is very distracting and confusing for the children.

One evaluator made the comment that children are not taught

to read in the manner in which the words are positioned on

this test. The group was critical, too of the illustrations

used. While the quality of the pictures themselves is accept-

able, it was felt that some of the illustrations are mislead-

ing, for example the snowman, snail, mitten and elephant,

do not accurately depict the desired responses. There was

concern among some of the evalrators, too, that several of

the pictures are not easily identifiable to bilingual/bicul-

tural children. "The children have never been exposed to

many of the pictures given." An additional slYggestion was

made to darken the lines of the arrows in which the cues

are written.

Although the Cooperative Primary is not a timed test,

the group seemed to feel that bilingual/bicultural children

would not have sufficient time to finish the test. There

was also the feeling that the cOmpetitive factor is signifi-

cant, "The administration of a test that requires competition

is not usually beneficial to bilingual/bicultural children."

The group also felt that the length tends to frustrate children.

The group was adamant in its opinion that the results

of the Cooperative Primary Tests are unclear and meaningless

I V
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for bilingual/bicultural children. In thin came, it was felt

that the results not only do not help a teacher to understand

and help students, but are also misleading and harmful. "Teets

suGh ae this are the baeie for pegging minority children and

placing them in MR classee." "It ie mandated by the etate

of California, an abeurd requirement." "A crime to use it."

The group came to ome final conclueions about the

Cooperative Primary Reading Testa and their appropriatenees

for uee with bilingual/bicultural children. It was felt that

thin achievement test evaluate, neither the potential of

bilingual/bicultural children, nor what a child might learn

in bilingual education classes. This test could notevalUate

the successes and weaknesses of a bilingual education program

either, nor does its use necesearily reveal to the teacher

how ehe might improve her teaching. There was a definite

coneensus among the group that this test is of negative

value and harmful if given to bilingual/bicultural children.

The group felt that there was no realistic possibility of

modifying this test for use in bilingual education programs.

"Modification would merely give a semblance of validity to

an invalid instrument."

The evaluation group recommended that the Cooperative

Primary Reading Testa be diecontinued as an evaluative tool

for bilingual/bicultural populations. Many group members

also felt strongly that this test should not be used under

any circumetances for bilingual/bicultural children.

r
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Lorge-Thorndike Intelligence Tests

The Lorge-Thorndike Intelligence Tests are a series of

tests of abstract intelligence. That is, they test the abi-

/ity to work with ideas and the relationships among ideas.

The tests are based upon the premise that most abstract

ideas with which school children or working adults deal are

expressed in verbal symbols. Thus, verbal symbols are the

appropriate medium for testing abstract intelligence. These

tests take into account the fact that for some - "the young,

the poorly educated, or the poor reader" - printed words are

an inadequate measure of abilities. Consequently, a parallel

set of nonverbal tests is provided.

There are two batteries of tests. The Primary Battery

is used with subjects in kindergarten through third grade,

and consists of two levels. There are three subtests for each

level, Oral Vocabulary, Cross-Out and Pairing. Each requires

less than ten minutes for administration. However, the test

is untimed and the administrator adjusts the pace to the

students. The Multi-Level Battery tests subjects in third

grade through college and has eight levels. The term "multi-

level" indicates that there is a graded series of items

divided into eight different but overlapping scales for use

within the grade range. There is a separate series of items

for each grade in the lower end of the overall grade range

and a separate series of items for each pair of grades in

the upper part of the grade range.

19
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The Verbal series of the multi-level tests is made up

of five subtests which use only vocabulary items: vocabulary,

verbal classification, sentence completion,arithmetic reason-

ing and verbal analogy. The Nonverbal series uses items which

are either pictorial or numerical. It contains three sub-

tests involving picture classification, pictorial analogy,

and numerical relationships. The working time for the

Verbal series is 35 minutes and for the Nonverbal series is

27 minutes. It is suggested that both series of tests be

used for the appraisal of children in schools.

The Lorge-Thorndike Intelligence Tests were evaluated

by a group that was concerned with several general considera-

tions.

Of primary concern to the evaluators was the fact that

the Lorge-Thorndike is currently being used in the state of

California, as a state mandated test. It was felt by the group

that the test is ineffective, and has been indiscriminately

designated for use in the public schools. Secondly, the group

felt that the Lorge-Thorndike is being used at the expense

of bilingual/bicultural children. The results usua/ny show

bilingual/bic4ltural students functioning far below grade

level and these results are used as a vehicle for obtaining

state and federal financial aid for various school districts.

The evaluators considered the Lorge-Thorndike to be

culturally biased. The test is definitely oriented toward

the Anglo culture, and offers little that is within the

bilingual/bicultural student's cultural reference. This

3 7
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renders the Lorge-Thorndike highly ineffective and inappro-

priate for measuring the I.Q. of these examinees. The

group felt that any test like the Lorge-Thorndike must have

multi-cultural implications, so as to make it appropriate

for those who must take the test.

The group felt that the directions used in administering

the Lorge-Thorndike Tests are too difficult for the bilingual/

bicultural child, because of his possibly limited knowledge

of English and problems with written English. It was decided

that translating the directions into written Spanish would

not be beneficial to the bilingual child because of the fact

that many Spanish-speaking children in the United States are

illiterate in Spanish. Direct translation of the Lorge-Thorn-

dike into Spanish would solve nothing. It would be invalid

to translate the existing Lorge-Thorndike tests into standard

Spanish, not only because of the illiteracy problem, but also

because of the regional differences in the Spanish spoken by

children who would take such a test. Regional variables both

in Spanish language and culture make it very unlikely that the

test could be normed in Spanish for a general area or region

of the country.

The group also rejected the concept of the timed test.

The time competition on the Lorge-Thorndike definitely puts

the bilingual/bicultural child at a disadvantage. The timed

test adds tension to the testing situation, and tends to

give an imprecise picture of the examinees' abilities. It was

also felt that the Lorge-Thorndike is too long and tends to

C.?
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fatigue the examinees.

The group was also concerned with the scoring proce-

dures of the Lorge-Thorndike tests. They felt that the results

are meaningless for bilingual/bicultural students. They

also seemed to think that there is little correlation between

the test scores and actual classroom behavior. There seem

to be many instances where the examinees do poorly on the

test but are progressing fairly well in the classroom. It

was also felt that any type of score on a test such as the

Lorge-Thorndike is dangerous in that it tends to be misused

by classroom teachers in labeling students and student

potential, thus creating a particular bias in teacher

attitudes toward students.

Some comments mide by individual evaluators in the

group are interesting and valid:

"The Lorge-Thorndike is basically a reading test--there-

fore, if a child can't read, he is unable to take the test.

The test is much too difficult for the bilingual child...".

"I can see no positive values to the child taking the

test. It should not be used for tracking children."

"This test is a reading test. Not only is this test

ineffective for bilingual children, but f= any child that

cannot read."

The group came to the following conclusions: The Lorge-

Thorndike does not effectively evaluate the success or weak-

ness of a bilingual program. The test does not measure the

potential of bilingual/bicultural children, nor their I.Q.,

t.)
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nor what they learn in bilingual education classes. The

group felt that the test does not reveal to the teacher

how she may improve her teaching, but allows her to label

children based upon the test scores. It was the general

consensus of the group that this test is of no positive

value to the child, but, on thecontrary, tends to be

harmful. The majority of the group felt that modification

is not the answer in dealing with the Lorge-Thorndike

tests.

The group recommended unanimously that the Lorge-Thorndike

tests be discontinued as an evaluative tool for bilingual/

bicultural populations. There were also several recommenda-

tionh that this test not be used under any circumstances for

bilingual/bicultural children.



The Culture Fair Intelligence Test

The Culture Fair Test is an intelligence test which

claims to measure intellectual capacity or potential;

that is, it measures the child's capacity to learn in the

future, rather than his already learned scholastic skills.

The test is perceptual and nonverbal and thus claims to give

fair predictions of future potential when used with children

from diverse homes and cultural backgrounds. ExperientiAl

differences, i.e. opportunities in the years preceding the

test have been shown to have a powerful effect on the outcome

of most intelligence tests now in use, but the Culture Fair

Test claims to have been used with equal success on children

from various backgrounds.

Tile Culture Fair Tests consist of three scales: Scale

1 for ages 4 through 8; Scale 2 for ages 8 through 14, (grades

3 through 9); and Scale 3, designed to discriminate in the

upper ranges of intelligence for young adults and adults.

Scale 2 consists of two parallel forms, A and B, each totaling

46 items arranged in four subtests and covering 12 and 1/2

minutes of test time. The tie() forms permit a rest pause half

way in the testing, and interruption of the test for completion

on another day, or an I.Q. assessment based on a single form

if time is short.

The Culture Fair Test has four subtests in each of the

two forms. The content is figural and geometric, and each

subtest involves a different kind of test question: Series,
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Classification, Matrices, Conditions, (topology). It is

possible to use the ame form or forms for retest or for

testing at yearly intervals.

The group that evaluated theCulture Fair Intelligence Test

was primarily concerned with the fact that this test is not

a valid measure of I.Q. for bilingual/bicultural children.

It was felt that the Culture Fair provides some measure

of abstract reasoning and of spatial perception, and as such,

the test does have ome validity. However, the group was

critical of various aspects of the test in its present form.

First, the group was concerned with the English voca-

bulary used in the directions of the test. It was felt that

the vocabulary is very difficult for bilingual/bicultural

children. The directions are lengthy and ambiguous, and

certainly not appropriate for the age groups being tested.

The directions have been translated into standard Spanish, but

the group found the translation to be unsatisfactory. Because

the test is translated into Standard Spanish, no consideration

is given to regional differences in the language. The Spanish

used here is very sophisticated and literary, thus possibly

inappropriate for use with some bilingual/bicultural children

in the U.S. "The words used in the Spanish directions are

terms that not many Mexican-American children can understand."

Because the test is nonverbal, and is composed of various

geometric figures, it was felt that the quality of the lay-

out design and the illustrations is of special importance.

The group was critical of the lay-out of the test. The items
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are very crowded..."there is an overwhelming amount of

clutter. ..". It was decided that the test definitely needs

a new lay-out, in which items are better spaced on the pages.

There was some concern as to the appeal of these geometric

figures for small children...Are the figures interesting to

the children, or are they frustrating?

This test is designed to be culture-free, or culture-

fair, and thus, fair in its measurement of the I.Q. of all

children. However, the evaluators were concerned with one

thing which they felt made the test culturally biased. The

test is timed, and makes competition an important factor in

taking this test. The evaluators referred to the time-competi-

tion factor.as the "American Approach". It was felt that

this factor is often culturally alien to bilingual/bicultural

children, that it creates tension and frustration, and

handicaps them in the testing situation. The group mentioned,

too, that the time allotted was definitely inappropriate for

those taking the test. Distinguishing between geometric

figures is a very precise and demanding activity and demands

more time for the testees than is allotted. The group also

concluded that the length of the test is definitely fatiguing

to the children considering the types of activity demanded here.

In conclusion, the evaluators decided that the Culture

Fair Intelligence Test in its present form, and with its

present purpose, does not effectively evaluate either the

strengths andweaknesses of a bilingual program, or the I.Q.

of bilingual/bicultural children. It was felt that it cannot
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effectively evaluate what a child has learned in bilingual

edlication classes unless his curriculum has focused on spatial

perception and abstract thinking. "If this type of test is

to be administered to children, then they should be taught

perceptive and abstract reasoning concepts in the classroom ...".

It was felt that the test is positive in that it may

reveal to a teacher how she can improve her teaching, in

terms of focasing on perceptual concepts and abstract reason-

ing. The group seemed to feel that the test may have positive

value for the children as well if it is used correctly. What

looms as a negative factor for the children is that time

competition factor of the Culture Fair test. In general, it

was felt that this test can and should be modified, by chang-

ing the focus of the test from I.Q. to diagnosis. "It can

be used as a diagnostic tool in order to help teachers find

areas of weakness, rather than as an instrument to stratify

some children."

The group recommended that the Culture Fair Intelligence

Test be discontinued as a measure of the I.Q. for bilingual/

bicultural children. They recommended that with modification

this test could be used for diagnostic purposes, and as a

measure of spatial perception and abstract reasoning with

individual children or small groups. "This insturment should

not be labelled as an I.Q. test, but as a test of perception

and abstract reasoning. This instrument could have great

implications for the development of curriculum.and teacher

training, and as a diagnostic tool."



Michigan Oral Language Proll3ctive Test--Structured Response.

The Michigan Oral Language Productive Test is based uon

upon the Dade County Test of Language Development--the

original test has been revised and enlarged to 43 items.

The purpose of the test is to assess a child's ability to

produce standard grammatical and phonological features when he

speaks English.

The method used in administering this oral language test

is the following: The child is shown three pictures which

form a story. He is given a Stimulus concerning one of

the pictures. The stimulus is structured so that the child

will give a response containing a particular feature of grammar

or pronunciation. For example:

Question 5--Stimulus
Past Participle

Stimulus--(point to boy in picture) (Child's name).
Ask the boy if he always
goes to this river to fish.

Have you always....

It is stressed that the standard stimulus (given in the test

manual) always be given as it is written, in order that there

be a cue that evokes the desired response. It is also very

important when using the Michigan Oral Language Productive

Test to set the child at ease before beginning the test (pro-

vide a verbal warm-up period), and to praise the child when

he speaks, with moderately positive comments such as fine

or You're giving me lots of answers.

28 Li
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There are 43 items on the test, which should take approxi-

mately 15 minutes to give. These items represent 11 categories

of grammatical and phonological features: uses of be; uses

of have, comparison, uses of do, double negative, past tense,

past participle, plural, possessive, pronunciation, subject-

verb agreement. The scoring sheet provides for various alter-

natives to the standard desired responses. From this sheet,

category percentages for the eleven categories can be determined.

It is stressed that the value of the structured response

test is its ability to give the teacher a quick overview of

her student's language needs. The more efficient the curricu-

lum is in meeting the students' language needs, the more

quickly the overview is likely to change.

The Michigan Oral Language Productive Test was evaluated

briefly, and the group seemed to find some value in using the

test with bilingual/bicultural children, although it does not

evaluate the potential or the I.O. of a bilingual/bicultural

child. It was felt that the test does effectively evaluate

what a child has learned in the English or ESL component of a

bilingual education prograr. Similarly, the test does point

out the strengths and weaknesses of the English language or

ESL curriculum of a bilingual program, by pointing out the

particular language strengths and needs of the children. And,

too, the Michigan Oral Language Productive Test can show a teach-

er where she needs to improve her language teaching, although

it does not reveal exactly how she may improve it.

In dealing with the question of the positive or negative
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value of the test for the bilingual/bicultural child, the

group placed responsibility with the test administrator,

the teacher. Most of the group felt that taking the test

can be a threatening experience for the child if the adminis-

trator is unable to put the child at ease and make him feel

that his responses are successful. It was felt that the

test can have positive value if the child ii skillfully

praised for his responses and can take the test in a comfor-

table and relaxed environment.

It was suggested that the Michigan Oral Productive Test

can be successfully modified to meet more of the evaluative

needs of bilingual education programs. One suggestion was

to change the stimuli, or the order of the stimuli in order

to bring the test closer to actual classroom curriculum.

Another suggestion was to make the test more bicultural by

making the test pictures relevant to the culture of the

examinees, rather than settling for "Anglo prototype"

pictures. A final concern was that this test "needs guide-

lines to determine what sequence learning should take....

the test assumes teacher objectivity and ability to improvise

beyond the capabilities of some teachers."

The majority of the group recommended that the test

be continued for use with bilingual/bicultural populations,

or for individual diagnostic purposes on special children.

Most of the members had reservations about complete and open

endorsement of the Michigan Oral Language Tests "until

something better is developed";"only with modifications
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"to help develop ESL lessons for a particular class only";

"for testing ESL only"; "to measure the extent to which a

child speaks English only".



The Peabody Picture Vocabulary Test

The Peabody Picture Vbcabulary Test is designed to give

an estimate of a child's verbal intelligence, by measuring

his hearing vocabulary. The test consists of 150 plates

preceded by three example plates. The examiner asks the exami-

nee to identify various vocabulary items by pointing to the

picture on each plate that best tells the meaning of each

item. The test is untimed, but takes usually 10 to 15

minutes.

There are two forms to the test, A and B, each consisting

of 150 plates. The plates are arranged in empirically-deter-

mined order of difficulty. A fairly even number of plates

are placed at each age level with a somewhat heavy concentration

at the pre-school levels. The four vocabulary items used to

make up each plate were selected based upon the following cri-

teria: all four words were found to be at the same difficulty

level; all four words demonstrated good linear growth curves;

words were used where no sex differences were found to exist;

primarily singular and collective nouns, some gerunds, and a

few adjectives and adverbs were used; words were omitted which

seemed to be biased culturally, regionally, and racially,

as were dated words, plurals, double words, scientific terms,

etc.

The illustrations were selected based upon the following

criteria: equal size, intensity, and appeal; and appro-

priateness to the age level of the subjects most likely to

4.92
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view the plate.

Besides being effective with average subjects, the PPVT

has special value with certain other groups of subjects.

Since subjects are not required to read, the test is

used with non-readers and remedial reading subjects. Because

the responses are non-oral, the test is appropriate for

children with speech impediments, and for certain autistic

or withdrawn children. The test has also been used with

handicapped and perceptually impaired subjects. "The scale

may be given to any English speaking resident of the United

States between 2 years 6 months and 18 years who is able

to hear words, see the drawings, and has the facility to

indicate "yes" and "no" in a manner which communicates."

(p. 25-manual)

The group that evaluated the Peabody Picture Vocabulary

Test felt that in general this test was one of the best instru-

ments that is currently available for measuring the capabi-

lities of bilingual/bicultural children. It was the consensus

of the group that the basic structure of the 'test is good,

that the directions are clear and appropriate for the children

being tested, that the lay-out design is good, and that the

untimed nature of the test is a positive quality. There

were, however, several negative considerations that the

group discussed in relation to the PPVT.

First, it was felt that the illustrations used in the

PPVT are very flat and not as appealing as they could be. The

group suggested that the pictures should be in color, and
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should be larger for use with the very young examinees. The

group found that same of the items were ambiguous, for example,

item 22-which contains pictures of what appears to be a

boat on a river, some vegetables, a rosebush and two mountains.

Finally, and very importantly, it was felt that many of the

illustrations have cultural references that are not easily

identifiable to the bilingual/bicultural child (items 31, 44,

57, 58, 62, 64, 27, 69, 70, 71). In regard to cultural

implications the group seemed to feel that many of the

items in the PPVT are not fair to bilingual/bicultural children.

Few of the items are reflective of the cultures of bilingual

children. Xt was felt that as the test progresses, the items

definitely become more culturally complicated, and move further

away from what the bilingual/bicultural child can relate to

culturally. For example, item 64 contains the pictures of a

fencer, prim lady with pencil and paper, an old woman giving

a speech at a podium and a chef standing at the stove, which

are all strange items for some bilingual/bicultural children.

It is interesting to note that this test was normed on a

population of white Anglo children living around Nashville,

Tennessee.

The group was also concerned with the vocabulary used

on the PPVT. Not only are many of the pictures on the test

oriented toward anglo culture, but the desired vocabulary

responses also reflect this orientation. The group seemed

to feel that the first ten items and vocabulary responses are

applicable to the bicultural/bilingual child, but that after
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item ten, the vocabulary becomes increasing more difficult

and more unrelated to the child's language experiences. They

cite as an example, item 22, which asks for the response

"bush". Item 67 asks for the response "stadium". Item

70 asks for "stunt". Item 71 asks for the word "meringue",

and 72 asks for "appliance". The group proposed an evalua-

tive study of words that are familiar and relevant to the

bilingual/bicultural child.

In discussing the possibilities of translating this

test into Spanish, the problem of regionalism was of great

concern. Spanish vocabulary items definitely vary depending

upon the region of the United States. For example, the group

cited several possibilities in Spanish for the word truck;

troca, camioneta, camion; for the word car; carro, auto,

automovil; for the word babx; babito, nino nene; for the

word teacher; maestra, profesora. The group concluded that

an extensive study of the regional differences in Spanish

should be made. It was felt that after such a study,

regional differences should be taken into account in the PPVT,

and that these different forms should be included in the test

and be accepted as correct responses in each particular region.

In conclusion, the group decided that the PPVT does not,

in its present form, effectively evaluate the success and

weakness of a bilingual program, the potential of bilingual/

bicultural children, nor what these children learn in bilingual

education classes. It was felt that the relative value of this

test for the examinee depends very much on how the results are
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used. It was stressed that this test should not be used

to measure I.Q., but more as a measure of vocabulary

comprehension and growth.

The evaluation group for the PPVT recommended that the

test be modified. They felt that the basic structure of the

test was a good one. An attempt to modify the test should

concentrate both on changing the anglo cultural orientation

of the illustrations and the vocabulary and on the problems

of regionalism in Spanish vocabulary. "The PPVT has good

possibilities for development as an evaluative tool for

bilingual programs. The test, in a modified form, could be

used as a means of measuring the overall success of a

bilingual program. It could also be used to measure the

progress of children in a bilingual education program over

a year's time."



BABEL TESTING AND ASSESSMENT WORKSii0P

CRITIQUE GUIDELINES

I. VOCABULARY

a. Is the content appropriate?
i.e., do the words used
adequately reflect those of
the age group tested?

b. Degree of difficulty. Are the
words used too advanced or
too easy for the test level?

c. Visual presentation, position-
ing. Are the words arranged
in an easy to read fashion?

d. Other

II. ILLUSTRATIONS

a. Are they ambiguous? i.e., can
you tell easily what each draw-
ing is supposed to be?

b. Are the pictures of good quality?
i.e. appealing to children?

c. Cultural implications, do they
depict items naturally and
easily identifiable with
Chicano or Asian cultures?

d. Other

III. DIRECTIONS

a. Are they clear?

b. Are the words used to instruct
the children appropriate for
their age?

c. Are they very lengthy so that the
point becomes unclear?

d. Other

37 r
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CRITIQUE GUIDE - PAGE TWO

IV. LAY-OUT DESIGN

a. Position of items are they
items placed so that they
bias other items? Are
they positioned sequentially
or randomly?

b. Visual Effect - is the overall
impact an appealing one? Are
they spaced far enough apart
or are the items crowded?

c. Does one part of the test
distract from another?

d. Other?

V. CULTURAL IMPLICATIONS

a. Are the items reflective of
bilingual cultures?

b. Can the illustrations and
vocabulary be generalized to
other cultures?

c. Are the items "fair" to
children who are bilfigual/
bicultural?

d. Other?

VI. TRANSLATIONS

a. Are they correct?

b. Is the vocabulary used appro-
priate for children?

c. Are regional differences
in language a factor?

d. Other?
1 .
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CRITIQUE GUIDE - PG. THREE

VII. TINED TESTS ,

a. How significant is the
competitive factor?

b. Ie the:time allowed
appropriate forchildren?

c. Other?'
,

SCORING. PROCEDURES

Are .the results meaningful?

: .

_S-
4.. 'Are the results clear?

DO the scores/results help,the /

teacher to:understand and help ,

her students?

.d. Other?

'IX. .0THER CONSIDERATIONS

Length of.test by-sUbse0/tion
-and'total, is itfatiguing to
children? 44

b. What population was the test
normed On?

c. How large was theinorming
population?//

./

--d.--Does-the-test-appear. to be
used the way in which it was
Intended by the author?

Nvr
e. -Other?
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CRITIQUE GUIDE - PAGE FOUR

SUMMARY .

a. Does\this test effectively
-evaluate the success of a
bilingual program?

b. Does the test effectively
evaluate the poten6.al of
bilingual/bicultural children?

C. Does the test effectively evalu-
ate what a child has learned in
bilingual education classes?

d. Does the test effectively
.evaluate a bilingual child's

ei Does the test effectively
evaluate the weaknesses of a
bilingual 'program?

. -Ooes the test reveal to the
teacher how_she may improve
her teaching?

4king this tbst of
positive value to the child?

<

4

Is taking this tesi of negative
value or harmful to the child?

i. Othr?

41
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BABEL TESTING & ASSESSMENT.MORKSHOP

POSITION STATEMENT

have reviewed the test
(please...note level & forrl

terms of its appropriateness for-use in evalaating bilingual/ --.

bicultural chi1dren and bilingual/bicultural programs.

I.endorse its continued use for bilingual populations.

I endorse its continued use only for individual

diagnostic purposes
).

on special children.With certain

,learning difficulties. ,

I cannot give an,opinion
(explanation'attached),

on this instrument

I urge that'this instrument be 'discontinued as an

evaluative tool for bilingual/bicultural populations.

This test should not be used under any circumstances

for bilingual/bicultural children.

NAME

POSITION

PBOJECT/DISTRICT

e

DATE

41:
,'..
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RESOLUTIONS ,

(DrefterUiNUFF-78, 1972)

1. Testing Of children whose language is other, than \

standard English with instruments that wete developed

for the usdi of standarclEnglish violates the norms and

standardizaiion 'of those instruMents-and therefore

raises serious questions as to the results obtained. 4a,

therefore, take the position,that,nuch users of these instru-
-

ments with children whose language is other tian standard
- .

English is invalid.

2. Sufficientleiridehce now exists to direct us to the

development of Criterion Referenced Assessment systems as"

a means of improving educational programs accountability for

learning activities. It is imperativethat these evaluation

.

processes becoerelated with local performance.objectives.

3. The developmeht of valid teseinstruMents for'bilingual/

and/Or biloutral children must 6 directed' by bilingual and/or

biOulturel qualified personnel in the,educationeld or iimi-

lar fields; otherwise, the esstrumentawill not reflect

thUtular valiies, skills, etä. of the.ethnic or cultural

group being tested.

'. 4. 'Whereas currently used standardiZed tests do not

measure the.potential and ability of California bilingual or
(

._ --
bicultural children, and whereas these tests are being used

. .

if they do so measuee, and-they are relied upon to counsel,

place andtrack these children, thie.body 'hereby resolveei,,

' that such' userOf standardized 'tests 'should be immediately

discontinUed.
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The'project preiepted ofriposied herein vacperformed
pursuant'to a Grant from:the I.S. Office of Education',
Department of Health, Education, and Welfare. However
'the opinionsAmpressid hereig,do pot netessarily tefli
the position or policy of the U.S. Office of-EduCation,
and no official endoreemegi by the-U.S..Office:of Educa
tidp should4he-infeired../
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The New Inter-American Series:
Tests of General Ability & Tests of,Reading,

'Author:. yerschel T. Manuel

Publisher: 'Guidance Testing Associates

Havassy

AUthorls Purpose: The Series consists of two types of tests: tests of
general ability and tests of reading.

(1) Tests of General Ability: "...designed to pro-
vide an estimate of the ability to do academic
work in general... The verbal materials test
the understanding of written.language and then
ability to recognize relationohips among concepts
expressed by words. The nonverbal materials also
present probleis of-relationship among concepts,
butlin.these exercises.the problems are expresied
bY pictures-or drawings with only initial verbal
directions. In the numerical materiali, the
ability to think quantitative* ii tested by ex
ercises in arithmetic:computation and by exercises
in arithmetic reasoning... The tests provide an
eitimate of abilities Which cut across different .

fields of study." Not intended as a measure of
general intelligence.

(2) Tests of Reading: These tests not only measure
achievement in reading, but form a,basis "for es-

, timating ability to do school work in other areas
in whiCh the ability to read is rlated.to achieve-,
ment."

Description of Series: All tests at all levels available in English or
Spanish editions.

A. Tests of General Ability

1. -Pre-School Level. ,Individually administered in 2 periods With
picture stimulus cards. Requires no oral response. Verbal- .

numerical: 40 items, non-verbal: 40 item.
'

2. L.Vel 1 Pretest. Grades K-1. 4 page practice test to prepare
for actual Levtl 1 test.

3. Level I. Grades K-1. 80 items. 4 'readiness' test. Adminis-
11717: in small groups (8-12 children) recommended. Consists of:

,s1

C.

1. Vetbil-Numerical subtst, 40 items cOmposed of oral /

vocabulary (part 1) and number (part 2) items. /

2. Non-VerbaI subtest, 40 item* compoded of association
(part 3)-and classification (part 4) items. Y

,
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-
4. Level 1. Abbreviated edition. Grades NA... 64 items fewer

items in eech area than the long lorm).
. . .

. Level 2., Grades 2-3. 100.items. Consists. of:
.,

1. Verbal-Numerical subtest, 60 items.
/ '-,:

,.',,..

, , 1

.-,/' 2:-.,1,Non7Verba1. subtest (classification and analogies),
401tems.

,

6. Level 3. Grades 4-6. 150 items, 52 min. Consists of.

1. Verbal subtest, 50 items., Composed of sentencecom-
pletion (part'l) and word relations (part 4)18\min. .

, g \
2. Non-Verbal subtest, 50 items. Composed of'figure an-

alogies (part 2). and figure classification (part 5)
.16 min.

. Numerical subtese, 50 items. Composed of computation
(part 3) and number sefies'(part 6). 18 min.

7. Level 4. Grades'7-9. 1.50 items, 52 min. 'Same format as Level 3.

8. Level 5-Advanced. Grades 10-13. 150sitems, 52 min. Same format

45

as Level 3.

S. Reading Tests

.1. Level 1. Grade,1. 80 items, 18 min.

1. Part 1 Vocabulary 40 items, 8 min.

q. 2. Part 2 Comprehension 40 items, 10. Min.
. ,

2. Level 2. Grades-2.5-3.0. 110 items, 23 min.

1. Part 1 Level of Comprehension 40 items, 10 min..

2. Part 2.Speed of CompreheneiOn.30 items, 5.min.
/

3. Part 3 Vocabulary 40 items, Wmin.
\

3. Level 3.,,Grades 4f6. 125.itemi, 41 min._

1. Part 1 Vocabulary 45 items, 10 min.

2. Part 2 Speed of Comprehension, 30 items, 6 min.

3. Part 3 Level of Comprehension, 50 items, 25 min.

,4. Level 4. Grades 7-9. 125 items, 41 min. Sams format as

Level 3.

5. LevelX Grades 10-13. 125 items, 41 min. Same.format as

Level. 3.

o
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Format:

Tests of General Ability: Le els'l through'2 coniist of pictorial

items where the child marks in he test book the picture WhiCh is his
.*

answer to the question. -For cert in items (oral Vocabulary.and'iun-

--' erical) the teacher reads the quest on. 'For other items(classification

and aseociation) the question ls,impl ed by the-pictorial representation.

Levels 3 through 5 involve printed ques ions in a-test booklet with/the

anaWers to..be-marked on a separate anew, sheet.

Where Used: According"to the most recent rotor s, the tests of this series
are.being used af 24 Title 11// Spin sh bilingual program,sites.
These are:

Compton, tlalifornia
Healdsburg, California
Olivehurst, California
Redwood City, California

21- Salinas, California
Denver, Colorado

Florida
Chicago, Illinois
Boston, Massachusetts.
Springfieid,-Massachusitts
Albaquetque, NM.xtco ,

Las Cruces, New Mexico
New York City, New York
.Rachester, New York
Abernathy, Texas
Austin; Texas
De% Rio, Texas

. ,Houston, Texas 4

1.1
IACJOya Tease
Asiedo, Texas

%McAllen, Texas'
San Antonio, Texas

s' 2apato, Texas
.Milwaukes, Wisconsin

\

Technical Data

Development of'Spanish and'Inglish Rditions.of the Inter-American Series1

1
The descriptioi tolollowis a summary of the test author's claims about the
development and intent of-the Series. It does not reflect the ieviewer's
judgement about the test development,:motivation for the Serie4wcontent

of the items. ,In a later section the reviewer will take issue nith some of the.
claimiMade by the test author about the Series.
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I The uniqueneinof thisseiies of tests steis fiom the.fact that there :

are so-called paraftel forme,'one in Enslish and one in Spanish,yielding

'coMparable scores. The entire Series of tests grew out of a etudy of

;

teaching English in Puerto Atm in the 1940's; Both language editions of

47

the tests we

translating EC

!author(s) an

re originally developed in Puerto Rico, after the nOtion of

ngiish tests into SiSnish was rejettea. According. to the -

atiempt was asde to'develop parallel forms by btinging together
.

tive Spanish7 and native English -Speakers to construct the tests... The

t

ob3ective of this procedure was to select test.items common to.the two
t

tures and of similar.diffieulty., The tests vera first published in 1950. 1

The Inter-American.Series to be eximined here is the most recent version.

Part of it was published in; 1962 ind pert in 1966.

The goal in construction of the test pool items for both lingmage

editions sae to create items with the, following dharicteristics:
. I

1. items common to, but not necessarily of:the sale frequency,

the cultures of the Spanish-speaking and English-speaking

peoples of the Western Hemisphere.

I

_

2. use of the same pictures,Arawinguand numbers in the non-,
. .

\
i

language parts of-the test booklets..

U.
.3. use of the Same directions and same verbal content, exOressed

i

.

lor one edition in standard Entish and for the other in

7:

. standard Spanish of similar difAculty. The test developer:
, -

-------._I__claim thattthe Standard Spanish and English avoid local idioms

---._ I !
, as muCh Ss possible and that the tests have been designed for

, -.

use withoutsignifinent-change wherever they may be Administered.
. ----,_ .

__

Items from the item Pool selected for inclusion in-the test mere chosen
-..,_

.

-----_,
.

. .

in the following way. Spariish items were administered 66- Spanish-speaking

children and English items te English-speakin children. -The relative diffim:
. /

,

/
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.

.culty of eacti itereuas_eximiUed And its'discriMination.between the more and,
4

,

\less able groups, as.determined'bi, total test scores, was noted. Only those

-item's whichAiscriminited betWeen the:'Moreand.lesX'able grOUPs in both

.language-grOUps and'Ikich.ConformedTtO INT-previouslY.mentioned specifics-
.

.

tiOns"were-selected, for the published editiOU.

With Ithe'history. of the develOOment of the Series:in mind, norms,

amised.

Norms.

-72
The test authorand.publisher ake a uniqueoposition with respect to

liability and validityAmd Uher:technical-eSpects oi theteste-can. be

normative data on.the Series. They r commend that the tests,be,uied with

Tegional or local.tiorms (as contrasted with national norms) "to be prepared .

by-those who.yse the tests."_ WithrespeCto.the original sample on whom

the Series was developed, there Is little information beyond the fact'that

it contained,English And SPanish-speaking children, preiumably in Puerto

Rico.

Wbat the author and publisher do provide are: ay some norms, presented
.!"

incidentally, based on data provided by some test users; (2) some estimations°

of norms based on'calibration of the Series with other,standardized tests

with'published norms (equivalent scores method) also provided by test users;

(3) detailed instructions with rospecec to developing local norms and to -

.

cilibrating the Series with other tests. Soie of dm tests which have been
_

1

-
calibraiid with the Series are:

Tests of General Ability, Level'l with Goodenough-Harris DraW-A -Man

Tests.of General Ability and Tests of-Reading, Level 5, English,
Form CE.with some project Talent tests,

Tests Of General Ability, Level'5 With one'administration Of the .
; College Board Scholastic.Aptitude-Test Univeriity of Texas
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Estimation of "national" norms for Levels 3, 4, 3 of bothability
and reading teats through- calibrition vith various Educational
T.sting S.rvice Tilts

S / .

Sc.. o1pajsh editiân- of the Ssri.à with, test d4eIod
by hi Puerto Rico D.para.ut of Educat ion / _-------'

Percentile scores yielded by various, levels of the-test in anise Spanish

spanking countries e g M.ico, Panama, Veneluela, Costa ChLle)-ars- --

alsc providd - / )
N - /

( In essaining the section of the manual which deal. with the nomativ.

data, it becomes clear that there is a great dial of space devoted to norma-

tive performance Rotv.r,[t is impossible to sariae or conclude any-
.. . '------ .. . - . ..- ,.../ thing from the di for-theyiitn-no way systematic. They are merely the

& -_ .5

performanc, of variou, groups, ftc. various parts of the world, on various

tests of the Inter-American Series Furthermore, the.-ar.-atso--no ev*Iua- /H - / -.

of the teststh which the Scrie,r' cslibrited "Prom a prsctical_ -

point of viettle of the data providi ajiiialIpful / /
/

information. An individual test user should be prepared to construct his . / ....... - /
/

own norms / $
/

/ . . - .

Reliability // -

__1_, -/ .-
,1 __.

. S . . 0

The indices of reliability provided in/he aanul are based on ad.i,

istrations of the two/forme of the test (CI and DI) to the s.uuiegroup.'of

children after a "relatively short interval " Rather than relcroduce the

4'
pages of tables illpstrating the retiabili 5DSffioi.. of the various

l.v.l. of th. t..t, the. coefficient, will be suarised by noti\8 the range

of these coefficients - - ) i

, .- .
. /

7' Tests of General Ability /
- L- / -.English Edition /

I Level I 0 57 to 0 89 ---.. -- -
.. -.- --. .

Level 2 0.53 to 0.82 - . ..
Level 3 0 67 to 0 90 - -

- '- . -.
Level 4 __-0 41 to 0 82

.. . Level 5 - WOT-Pu*R. .. .
.

- --
-: -. --.-

I 0jr' .

,. /

er.. - -. -

.

I

I
U



Level 1

Level 2

Level 3-

Level 4

Levsl 5

:,Level 3

Level 4
-

Level, 5

TItArnt,'",14:\3:ftVtri:KrA', ..prmvimg

Tests.of Geneial Ability
Spanish Edieion

0.45 to 0.89

0.49 to 0.80

0.74 to 0.83

0.74 te,0. (88

0.76' to 0.90

----- --Tests of Reading:.

,

Tests.of Readisg
English Edit*

0.79 to 0.84

0.42 to-O.74

0.64 to-0.90

0-.65 to 0.87

0.48 to 0.82

Level 1 ; 0.84 to 0.95

Level 2 0.65 to 0.90

Leyel 3 0.78 to 0.95

Level 4 0.72 to 0.21
,

Level :5 0.74 to 0.93

There is so direct presentation or examination Of the/validity of any

aspect of the Inter-American SerierAn .the published manuals. One must

infer the answer to the question of vsliditrof -the measures. from material

presented as corrilattons of the Series'.with other tests. Though not pro-
n.

Itavissy

. 2-

.

sented as material from which to infer valtdity, the correlational material
d d

,
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is massive (it comnriseaL22 pagei in thge'technical ManUMi). If- it is'not

--Antinded that validity be inferred fiat this material', then it must be

said-that the author and puilishervof this Series of testa have presented

abiolUtely.no consideration of the validity of theii instrument. A list

..of the tests with which certain levels Of the Series have been correlated

follows!
4

A; :GOodenough-Rarris Dram-A-Nan .% (with Eiilish edition. ony) :

2. Metropolitan Readiness Test ,(withEriglish edition only):

3. Otis,Quick-SCOringiMental
Test, Aliha ; (

4. School and.College Ability.TeSta .

,
-.

. II II .._ II(Sea)

5. Differeitial Aptitude Tests

6. Metropolitan 'Medina Test

7. Stanford Achievement Testi, Primary
II, Reeding .

,

8. California Mental Maturity Test (

7

8. California Achievement.Tists Se-

'-77.44intialTiitivo; Educational. ,

Progress : .

STEP Reading__

.

:

( 11 II "
).,

11.
", )

. ....II )

Project Talent tests

'College Board Scholastic Aptitude
Test°(English and Spanish)

Iowa Tests of Basic Skills

Metropolitan Achievnientlests

SRA tchievement Teimr

f I/ 11 I/ II )

(with English and Spanish edit.opO)

(with English edition only)

II

16. Ioms.Test of Educational' Develop-
'... gent

I

se

-The tests of General Ability and Test of Reading'have also bees aorrelated:

Itth saab otkr sad with teasheri!'marks. c.)8

It

Is
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The inadeqUacy and irreeponsibility of this attempt at test validation

.cannot be over-eMphasised. There is-no attempt to generate a systematii

defense of the validity,of the Serliet or iti peychometric structure. There

is not even a reference mile to the;theoretical .underpinninge_of'theSeries,

i.e. why .ceriain questions were thought to be indicative,of general or reading
, . 1

Aility. The correlations with other tests (as listed above). do not ,fulfill

any. Criteria for validity..

FUrthermote, though the,list of tests with which the Series has.been

correlated is lengthy it provides almost.no information as it ii not a

eystematic correlitional procedure, /The correlations are based on,data from

different levels of the Series 'collected ob highly varied samples, located;

inAifferent geograPhical Areas. Sommtiles.the other test is correlated with

several levels of the Series, sometites with onlY one level of the Series.

;tbits the data do not steed age coherent entity. .Finilly, to infer validity

of one test from its correlatiot with a,second testimilies,the validity of.;
,

the second test. And, is the test developers of tkeSeries do not provide

any information with respect to the.validities of the other teas, the pro-

Tided correlations are meaningless. That validity is.ncit a requisite for

published tests is a well-known fact. /t lends additional support to the

contention that-the correlations of the Series with other etandardised teste

-are a meaningless gesture.

Evaluations.

A. The Center for the Study of Evaluation (UCLA), on a three-step con-
,

tinuum from good to poor, rated several levels of the Series for use with'-

, first, third, fifth, and sixth grades in the following way:

6,9

-



Tests of.General A ility

Measurement Validity
.

.

Examinee Appropriatenesa

Administrative Usability

Normild Technical Excellsnc

Measurement Validity

EXaminee Appropriateneii

Administrative Usability,

Normed-TechSical Excellenc

B. Summaiies of reviews from \The Fourth Mental Measurmments Warbook /

53

Grads

Verb.
Num,

1 . Grad* 1: '

-,1
Gni.) 5

i
Grads 6

Non-
Verb.

Non
Verb,

Tota MUNI:
/
Vs . NOn-

Vatb,
NUE. Vs . Nos-

Vrb.

poOr

fair

fair

poor

fair

fair

good

fair

fair

fair

good

fair

fair

fair

fair
-

poor

/

fair

fair

fair

fair

fair

faii

fair

poor

fair

fair

fair

fair

fair

fair

fair

-fair

fair

fair

fair

poor

fair

fair

fair

fair

,/
Tests of Reading

Grade 1 Grads 5 -Grade 6

Vocabulary Vocabulary Vocabulary

fair --
. .,

fair

fair
.

poor

, fair

fair

fair

poor

fair

fair

' fair'
,

.

poor

(Buros . 1953).

\Tests of General Ability

/

Drake. Drake indicates general disapproval,of the 'tilts and

i

&rises

that they only be used.mith extreme caution. Ne-fee/s the oily justIfication

for-the teits, in light of the many standardised tests of capacity, is its

parallel-Spanish and English foams. Even though the test i claimed to 'be

cultuse-frievhe questions this aspect of the.test, Drake wonders if thmtests

are really culture-free and if bOth,editions armiquivilent/in difficulty.

/If they are, then why, according to *he piOvided mediad adores, is the ability
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of childrepof the United States greater than the children of Rexico which

in turn iegreater than the capacity oftha children-of Prierto Rico?. Drake

'motions these results and further asks if one Can assUme the sampling was

@qui:silent in all three countries, if the motivation of the children was

equtvalent in all three countries', etcetera.

4
Durost, This review is not very helpful as it refers tO infor-

. .

mation.Xot currently available to tha public, information privately obtained

1

by Durost from the test authoreiullor publisher, informationreferred ro in

'the review sa.graduate work being Conducted at-the-University of Texas', or

informatidn-which-ir-only'in older versions of\-tfie test manuals. FUrther-

more, several of Durost's comments are unclear. For example, in dealing with

the validity Of the test Durost says: "From the point of view of validity,

it seems clear that these tests are superior tortests currently available in

the United States for measuring mental ability for Spanish-English groups."

One questions the validity data on which this statement is baded and, further,

what a "Spanish -English" gtoup if.

With respect to validity, Durost's summary position is that the validity

data, i.e., the correlations of the test with achievement tests, indicates that'.

they fall within the typical range of such values, and that they provide no'

"basis for thinking these tests are better than others. His criticism With 're:

spect to the tests norms is that they are of little practical Use. Concerning

mechanical'detaila, Duroet indicatei that the art work of the test ienot eery

gOod, that simetimes the_intent of the picture is hard to determine and .that

the separate,answer sheet is awkward. In Concluding his review, Durost says

ihat there is nothing aboUethe. Tests of General Ability that would cause one

to use .them in place orvidely-used standardised IQ measures. However, he in-

dicates that its use with bilingual children at borders of English- andSpaniii

r- 1
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spe_ng Coillari410 is certainly desireable. He feels that the test represents

the best that is available for use.in SOanish -speaking countries. ,,Durost ends

his review.with.the hope that additional research will be conducted out on

this test,
. .

Tests of Reading

Orleans. Many of Orleans criticisms appear to be specific to the

earlier version of the Tests of Reading. -lievertheless'those reMarks.addiessed

to the validity of the testi and to the pictnrial presentation appear to be

still valid and will be discussed below.

First, Orleans is concerned with the validity of the tests/and the con..

text in Which they are presented. Hequestions the.context of both the English
1

and Spanish editions. Mere importantly, he questions whether a Context appro-

priate for measuring reading achievemene"in English of American children" is*

also'appropriate for measuring reading achievement in "Spanish of Spanish-

speaking children," Orleans notes that there ls no supporting evidence of

content validitY for either of both editions of the.test, which further cow.
)
!

pounds the issue of validity.

As an example of the validity problem,cOrleins.cites in item where a /

picture'of a'wmman washing'clothes is followed in the English dition by,Che

words wash, wake, walk, end.call and in.theSpanish edition hy.the words laver,

despertar. andaroind 'lamer. In the.English edition,' a child is required to

distinguish between three words beginning with the same letter, all having-'

the same number of letters in the word, While the same is not true'for the

Spanish translation. The effect'of these circonstapces on the validity (and .

reliability) of the test appears to have not been considered by the iest

55

.

. ..... ... -

LI

/'

authors and publishers.

As to.the quality of the.pictorial presentation of the reading tests,

Orleans comments that they art poor and confusing..

./ :.,
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. Weitover. (reviewed.the EngliMhiedition only).. With respect to\

he English edition, WestoVer fled. fault With the following aepecte'of the

()t

Tests of Reading. lirst,he finds theillustratiOes and format of a poor

quality. Second, he remarke that he ,vocabulery section gives the test user-. -

little information regarding thepupils word-recognition skills. Third, he

/
finds the'tests do enough information as they'measure only two

aspects of reeding: vocabulary and comprehension (this latter problem appears_.......,_ ...._....

to have been remedied in later editioni of the test). He feels the tests

req %ire the additiOiof some measure of reading speed.
\ /

\ . 1

Irreepective of these faults, WestOver feels the tests have face wil-
1

idity and that.the materials are iOtrinsically interesting. He feels the

tests' specific value 41* when used\in connection with the Spanish edition

/ \

in order tO compare performaice. Otherwise, hi feels older-and established

tests of/reading have more to offer the test user especially as they provide

/. ... '

more adequate norms, data conuerning reliability ind diagnostic information...

)
. ...

//

Relavence of Tests for Spanish-Speaking Populations

/ There are several issues which must be'considered in evaluating the

\ .

appropriateness.of the Inter-American Series of tests for Spanish -speakiilg

populations. Of the more timely of these are the following: the.value of

the Series as an estimate of the ability or capacity of Spanish-speaking .

.children; the value of the parallel forms with respect to.culture4airsiess.
or freedom.from culture/ bias; and the issue conderning the determination Of

whidh language edition is appropriate for usage with Spanish.speaking children

of the United States.

The first of these issues concerns the accuracy of the estimate of

ability, provided by Series test scores. The question concerns the accuracy

of the Relies as a measUring device. Information contained in other sections
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of this review (Technical Data) indicates that the Series has some very

/ .

serioadefiCiencies. The investigation of its.technical properties, i.e.,

the reliabiliti and validity gives the impressionof being confused,

sporadic and random and does not impart the feeling that the Series is

either reliable or valid. This feeling is borne out by ratings received

by the Series from the CSE evaluators.

. Leaving these technical matters aside, the Series has some major short-

comings on a much more basic level (which, or course, ultimately contribute

to the Seriest.lack of reliability and validity). These coneern the prac-

tical asOects of the test such as language apd.content, visual, presentation

and timing.

4

With respect to the language, careful examination-of both of the language_

editions'reveals the'following problems. First, the directions are unclear

\and stilted and the word usage is awkward.. The English directions contain

such situations as the following. In the Test of GeneralAbility Level 1

Association section, the directions state: 'Vow look at the hat in the next

.

row. Put your finger on the hat. To which of the other picturee.does the
;

.hat belong?" (Emphasis mine.) The Spanish directions, in What may be proper

Puerto Rican Spanish are.a poor. choice of words from the point of view of

Southwestern United States.S0anish speakers. For example,.the instructions '

refer to file. Some bilingual eduCatori Point out thaecuadro, linea or cerro

would be better. Also, Level 2 Analogies'(Iest of General Ability) the in...

structions state "Estos dos dibujos son el primer per..:" One bilingual

teacher has suggested that the more appropriate Spanish phrase for the

SOuthwest atleaat, is "limos dos dibjuos eaten n parrs."

The language oi the stimulus materials is also of a troublesome nature.

The words are a poor sampling of words in common usage and the choice appearsIj 4

S.
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4

to be biased towarda the words to which an upper-middle class child would

IF

have the greatest probability of being exposed. For example, Test of General

Imml 1, formCi, #17 "...find the warrior." "...busquen el guerrero."
\ .

: Also, Test of General Ability, Level 2, CS, #22, "...the picture whidh makes

you think of refuge." "...del dibuje que les hega pansar entefugio."

When examining the content of the test items (although not completely

' independent of the language in which they are expressed), one again finds thil
I .

---:,-problem of situations which lack words of common usage in addition to ones of

ambiguity (Where more than one answer could be correct). For example, in Test

of General Ability, Leve1.2 DO, gredes 2-3 #3, the correct picture is the one

of a fairy, "la hada." However, the concept of a fairy is noi a culturally

appropriate One. In item 13 of the same test, the timulus word lesuncenscious,.

"inconsciente." The correct picture shows a man (sleeping?) on a couch. Item

11 of the sime teat asks to mark "...debajo del dibujo quo les haga imager en

entrando solo," and shows two pictures of a bay alone at.a door. In one.pic-.

tiara the boy is knocking and in'the other he is actually crossing the threshold.

Concerning the visual-preseptation which is identical for both language

editions, there is criticism_from many'sources vith respect to the poor format.

The illustrations are crowded and small. Sometimes finding the right answer

is dependent on finding a smile on a illus. WhiCh ts in one'of 48 drawings on.

a 8 1/2 x 11 inch.page, the smile beingmmaller than 1/32nd of an inch. Fur-

thermore,'the illustrations' are line sketches, leaving mu& to inference and

imagination. The spacing ia very poor. Often in a series of drawings for

an item, ea& drawing involves more than ono 'person. In these cases it is

: difficult to tell whiCh drawing the many people are supposed to'be a part of.

Finally the .pietures are ambiguous, making it difficult to discriminate be-

tween chicks and birds, cups and'glasses, a book and a belt of kleenex,

cetera.
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The next issue having relavence for Spanish-speaking populations is

that of parallel forms. This is a key issue since the developeri of the

Inter-hmericen Series claim they have parallel forms: an English edition

and a Spanish edition. ExaminW:ion of'both versions, however, makes it

clear that the Spanish version ix straight-forward literal translation

of'the English version and not a parallel fern.. (Thit it is not in English .

translation of.the Spanish version is apparent from:the nature Of the ill-

ustrations and the cultural content of the items.) Parilla tests, tech-

nically speaking, measure the sane psychological entity but utilise cliff...

ereni sets of operations (i.e.., items or taski). Aliteral translation

from one language to another does not fulfill this criteria. Given that

the parallel form notion of the Intet-American Series is rejected, the cul-

\

tural appropriateness of the Spanish edition becomes a major concern.

The, cultural appropriateness of the Series is a serious issue because .

it superficially appears to be.appropriate as;it is in Spanishind. is claimed

to be a parallel form (and not just a translation). Such claims lend to a

more ready acceptance of it by educators than of other.teste with orxithout

a, Spanish tranelation. :Thus the Series

educators often assuMe they ha4e chosen

'parallel fori, and will investigate the

test does not even have much merit as a

is potentially dangeroui.in that

X4slid test,.given the Spanish

test.no further. Unfortunately, the

Spanish test, when'one takes into

account its upper-middle class Anglo-Saxon bias and its Use of Puerto Rican

/
The consideration of cultural appropriateness gives

Spanish.

rise to the question

of which children should get which edition of the test. Should 'Spanish-

/
speaking children get the English or Spanish ver ion? Which version should

Spanish-surnamed children get? The crux of the issue is that Spanish-sur--
,

-

named children cannot necessarily understand,'speak, or read Spanish. Children 1.'071
j
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q,;

Who can speak Spsnigh and unCierstand,spokon Spanish 'cannot necessarily read

itc While these ere obvious truths, they are not.universally known.' Some
,

school districts give the Spanish version of,the Series tO'all.Spenish -sur-

named children and think they, are being very tolerant and culiurally'demo-
i

cratic in doing so.i Other schools give the Spanish version to all Sisniih-

'\

speakingrehildren, again with the conviction that they are being sensitive'

to the needs of these children and are giving them themaxiMum opportunity'
%

to perform well. But,.to pass Levels 1 and 2, it is.neceisary.to understand.

spoken Spanish, .To pass Levels 3 throngh.5, one much be able to read Spanish.

And, of course, all of the reading tests.require the.reading of Spanish.

Just how many Spanish-speaking chIldren of the Southwest can read Spanish

weft enough tq pass tests designed to assesi an illusive an entity. as their

intellectual capacity? . ; /'

The other side of the question is'the appropriateness for children-'eff

a Spanish-speaking.cUlture'vf.the English version, With its stilted language,.

.with its old-fashioned, Eastern U.S. wearing apparel, with its Anglo-Saxon

characters 9/with its ambiguous questions, and with its poor illustrations.

One must4onclude that the appropriateness and 'value of the Series, in' any

langeage, for any group is questionable.'
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Reviewer's lemarks

Thexamining the Series one must be concerned abou

and.4alidity. A problem in eanaising a series of tests.

Inter-American Series is that many poor teChnical pro

overlooked due to the sheer bulk of theinformation p

totals, forms, levels, etc.). Thus, although's 4'46

liability of the Series reveals that there appears to

alcloser examination reveals that it is isipossiblato
.

ability data as it is. unsystematic and.that audit work,

reliability of all parts (and forms and levels). of the

a !reliability coefficient of 0.45 dee. not make much

. page of 50 coefficients, it does make 4 severe impact

0

child vhoLbas_to take such a (sub) test. SuChAi coiff

t its reliability

.as large as.the.

rties tend 6, be

seated (subteste

Opiiiiii:Of the ro-

wel data oo it,

=arias the roll-

s licking on the'

series. kterSas

ct when on I.

n the life of. a

ciint La unacteOt-

d to.the remarks

thor(s) and pub..

a test.on such a

the test constrUctors

Aible as it indicates the test is Unstable and inconsis

With respect to the validity the reader,iereferr,

onpage 9. In summary, it sorbs said that the test a

-Ushers have been grossly negligent ib making Svailabl

large scale vhich has no validation. One wonders
\.

thought they were doing.

The problems arising from the lack of investigat
. \

, ,.

and validity are greatly imgnified by the isistenc.

'Parallel form. This form, in combination 4th its a

covering preschoei-to-grade 13 mehes the eiiies highly

ucators.' However, in light Of the-fact that the Spud

.allel, that the Spanish language usage is podr,/and t
0

and validity are so lacking, one ean see what a decept

American Series actually ia.

r
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n of reliability

the alleged Ipanisb

ability io levels

'attractive to ed./

h form.is not par7-.-

t the reliability'.

test itha.inter.
;
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"A SYSTEM FOR CRITERION -REFERESCED ASSESSMENT OF A-BILINGUAL

.cURRICULUM" by Eduardo A. Apodaca.director Project Manor Vida, ,

Title VIi Bilingual Education

jThis pioneering effort by the staff of Title VII Bilingual

EducatiOmProject "Hacer Vida" began in April-of 1971. At the

time, no testing alternatives existed for the project that.was

idissatiefied with standardiied tests: .The choice was always one

Of Which etandardized measure would be used. The overwhelming

mejority of these instruments'are designed to measure competencies

'the English 'language.

Another inconsistency in the initial e) lwetion method

uied resulted in trying to measure the achievement'of Performance/
. .

objectiVes through the use of standardiied.instiuments. There /

was a laCk of corre/ation 'between What the tests wets testing,
\

and What the teachers were actually teaching....It came as no

surprise to.anyone;When the-six psrticipating.superintendents:

voted to eliminate all 'standardized tests from the 1971-72.

Evaluation Design, The Berkeley Conference presentation is in

effect a 'blow-by-blow, deeeriptiOn of the *yenta that have

been experienced by project personnel in designing an evaluation

alternative to norm-referenced measures,

7



0.

The "Hacer Vida" Criterion -Referenced-Modei,has

ImplicatiOns.for other bilingual education projects but also
..

to traditional programs.-,The'project.is in the prodess of

impleMenting an ihitruCtional system based:on performance
A

. objectives for.both the Spanish And English curricUlum:

Project atafi .pre participating in the design. Of

instruments.that actually can test what is beingtaught.

English Critrion-Referenced Instruments have been developed

63

,000,0,1110,

for first and second grades in the areas'of,Langdige Arts and
,

--

-Math. A Spanish Criterion-ReferinCe0-/MM-trument has also

bean created for use in-botfi-first and second grades. Teachers

involvein-thrt havebein continuously refining their _

:product.

One of the most valuable "spin-off° benefitwhas been the

participation by,teachers in determining what accountability

model they will have to teach by. Teacher' in the program'have;-

iM effectedesigned the tests they are being evaluated by.

A unique-feature of thiacriterion-referenced assesiment

.model1 iis the utilizationof a studemtassesament cird based on

the.

7

cBee Reysort SysteM As studnts accomplish objectives,,_

the i r card,is punched. A group Of 30 cards can be easily sorted

wh a/needle.to pull Out gimps of'students that haVenot set

/ the desired objectiVe.
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Another component of th evaluation model is the

performance objective box. First grade teachers wotked as

a team in compiling their own box of objectives. Second,

grade 'teachers worked in.similat fashion to...organize theirs.

The steps that were taken in coming to agreement on a set of

objectives were: A. Research end review of all available

performance objective models, such as the IOX Objective Bank. /

B. Selection-of objective clusters; C. Concurrence on.final

selection: D. Revision of selected objectives onto the

-"Hacer.Vida" Objective Card 'Format.. E.'Identificatio "of

optional procedures, that could be used in teaching each

objective: P. Citing textbook references on each objectiire

card to link each objective with.appropriate lessons.

A Publication entitled "A System foi Critation!.Referenced

Assessment 0 a .Bilingual Curriculums! by Eduardo A. Apodaca

is currently available at a nominal'fee. from Title VII Project

Hacer_Vida, Office of Riverside County Superintendent of Schools

46-209 Oasis St. Indió, Calif. 92201. Statistical information

on the criterion-referenced instruments will be available on

the 1971142 Final Evaluation Report, to be pdblished by August

1972.

Eduardo Ar Apodaca, Director

Project Hacer Vida,Title VII-ESEA
Office of Riverside County Superintendent of Schools
46-209 Oasis St.' -
Indio,Calif. 92201
(714) 347-8511 ext. 313
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PART IV_

.somw =mu NOUS ow ATTEMPTING io ADAPT IQ TUTS
FOR USN MTN MINDIITT-CNILDENN AND A .

NSOPIAGETIAN APPROACII TO iwrimmOAL ASSESSMENT:
PARTIAL MORT CIFIRELTNINANY FINDINGS*

Edward A. De "mina

Multilingual Assessment Program

(ioe R. Ulibarri - Project Diractor) '

Tredizional tests of intelligence are inappropriate for the minority

.child. They.areparticularly inappropriate for those Who come from non-

',English speaking backgrounds. Such diverse groups as thinopular press,

the courts,'civil righte organisations as wallas state and federal alien-

cies have'all been involved in pointing to the failure of'the testing in-

dustry to fully consider the cultural andiinghiitic differences 'of minority

children when constructing, publishing and selling these teats.
,

Since the industry- stands to.gain,increased revenues through the use

. .

of iti materials in teder ally7supported programs, it has responded to thi.

criticism by:

1) translating existing intelligence tests for.non-English speaking
/
/

children
// /

2) adjusting noris for ethnic sub-groups /

/

3) attempting to construct culture-free teen' /

. There ere distinct problems with each of these appreaches:-
/

,-.
/
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.
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De Avila'

'With respect.to translations, several probleMs arise. First, regiOnal.

differences within a language make,it difficult either to Use a single

translation or to cpmpare across different translations. Thus while the

word "tostone" refers to a quarter. Or a half a dollar for a Chicano child,

for a Puerto Rican it refers to a squashed section of bananna which has

been fried. Second, the assumption that non-Dnglish speaking.chi1dr41

-speak:one-language-exclusively-lends to mono-lingual tranalations which,y

---in-many cases, are not related to the actual spoken language of the child

which may be a combination of languages. This assumption leads to the

further assumption that, because a given language is the spoken language
.

,

ir is also the "written language." One finds many oiamPles of tests

written in Spanish being given to Chicano children Who 'may speak Spanish

but who have had absolutely no prior instruction

//A

n reading Spanish.
-

Third, another problem in translating tests is that words in one language
.,

have frequencies and.potencies which-generally cannot be compensated for

in a direct translation to a second language. In other words, having a

Cognate is no guarantee that it is used in the second language with the

same frequency as it is used iii the first language. For example, the

word "peiii is a common word in English yet, its Spanish cognate, "animal

domestico," is almost never used. A related problem in this context has

to do with the fact that translating a word from one language to another

can-vastly-alter, its moaning, _Thus,..there are wide_varieties of seemingly

harmless English words which translate into Spanish swear words or

"palabras verdes." 'This being the case, translating a large egg into a
'.,---

.

,Ilhuevon" may satisfy grammatical requirements and seem harmless" to an Anglo

83
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translator, it nevertheless fails to consider thai portion of the.word's

' 5
meaning Which "does not translate." Fourth, straight forward translations

'of existing tests represent a complete denial of Cultural differences. In

many baseuthis leads not only to unfair teats but to tests Which.require

the child to break from.his own cultural tradition. Thus, asking an'

Indian child "Oho discovered America" or asking a Moslem child to;"draw

a man" requires not onlythat.the child break with cultural and religious

_

tradition but also that he set-himself apart from his own reference group.'

The second major response of the testing industry to criticism:with

respedt to the testing of minority children his heen to establish regional

"and ethnic norms; in other, words, simply to.lower the Criterion levelsoh

the:basis of ethnicity. This leads to expecting less from the brown, black

or lower socio-economic white students than from the middle class Anglo

chld. .Awarding "bootss points" to minority children to compensate them
--

for their "depriveebackground" is based on,the same proposition as lower.-

iog norms. It is nevertheless 4 simple-minded solution to gratuitously

award Chicano children eXiia points "because they speak a little Spanish."

These practices are all based on thecommon notion that ethnic norms'

should be established. Such practiCes are potentially'dangeroui because

.they would provide a basis for invidiously determined comparisons between

different racial groups.; The tendency woad -then be to assume that lower

scores are ultimately indicative of lower potential and would not only

continue the self-fulfilling prophecy of lower expectation for iinorities

but would also reinforce the, genetic inferiority araument advanced by

Jensen'(1958), Shockley (1971) and others.,
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Third, there is a piibleM-which-cuts across-these_issues which_in

many cases may. negate attempts to "clean.up the tests.' This problem in-

volves validal.ing a test of intelligence by correlating it with measures

of achievement. The assumption is that the brighter the child, the

sxeater his achievement. This appears reasonable enough., for certainly

.if a Child has a high capacity, it must be related to some sort of achieve-

tient.: With respect to the minority.child, however; the relation between

intelligence and achievement breaks down. it is a notorioUs fact that

traditional curriculum has little relevance to theiminority child. As

such, any attempt tO validate intelligence tests for these children by re-

/lating them to traditional curriculum is'doomed to failure because a bright

Cnicano or Black child does not necessarily thrive on a curriculum designed

for a mid-western AnglO population.

The fourth major difficulty in the testing Of non-Anglo.children is
,.

the. false assumption that a..tean be conae17111ted_whieh-is independent

of.culture. Such a test is difficult if not impossible to construci. Con-

sider"that a. culture must.inevitably be deiined by a partiCular set of

referents. intellectual activity must per force refer to the manipulation

of these referents. As such, intellectual activity or any mental operation.

must involve the processing oi information, that is, referents defining an

environment or cUlture, which, by definition defines that particular culture.

Aside from the problems inherent in depicting a culture without a referent,

to ignore this problem would be to recapitulate the problems in Descartes's

assumption that Objectless .(withoUt a referent) is possible'.

,Over and beyond these problems, ap analysis of the content and format
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of items used in a large number of traditional IQ tests reveals several
_ .

.

highly interrelated types of items suggesting that the tests.are measuring

something other than hat for which they were designed. Traditional IQ

measures may.therefOre also be described as measures of socialization, pro-

ductivity or level of aspiration, specific experience And endurance. Con-

sider the following as only a few of the possible illustrations that can

be mentioned.'

Socialization. Items of this type draw primarily on'the nature of

one's socialization and are couched'in such a way.as to actuallY be measures .

of the child's family value system; The refereat.system, is of course, the

dominant Anglo middle class. The confounding effects of this problem are

particularly evident in the "comprehension" scale of the Weschler (WISC)

where children are asked such questions as:

Vhat is the thing to do if you lose one of your friend s toys'?" or

"What is the thing ro do if a fellow much smallerthan yourself starts

a fight?"

Allowing for the stilted manner in which.the'question is phrased.and assuming

that the child knows all of the vocabulary, it still seems perfectly ob-

vious thit this type.of qUestion has little or nothing to do with a child's

ability to process, manipulate or code information but,_rather'With whether

he has been socialized under theTarticulor ethical system impliedloy the

question.

Productivity or level of aspiration. Many tesLe confound what they

hope to measure with ameasure of.productivity or level of aspiration.' For

example, in a large nuriber of .tests the child who-pliiducesthe largest number
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of resPonses is,rewarded whereas, the child who (for whatever reason,)

.produces fewer, is punished by receiving a rower score. 'Thus, in the'

Draw-A-Man, the child who produces the more elaborate figuie receives

the higher score. The problem here stems from an arsumption that all

subjects will produce as man'y responses as they are able, i.e. have the

same level of aspir111ation. The effects of.this assumption are particu-,

larly evident in.timed tests, which constitute the majority of publiahed.

.tests. In these tests children are requited to uuork quitkly and

efficiently" Without tegard for the child who simply not Is a hurry

not particularly motivated to be so.
. -_-

Another type of test-Which may be grouped under this category is

the "endUranci--test." This particular type of test, for.purposes of

.boOsting statistical reliability, requires that.the child' ansWer a large

'number of questions which vary.little in 'content. This problem is par-

ticularly evident in the group tests such as the Lorge-Thorndike Intelli-

gencejest and the California Test Bureau Series.

Ex erience of s ecific learnin . In teats which require subjects

to answer questions of fact, there is an implicit assumption that the.

children taking the test will have ha4 a more or less even chance of

havirig been exposed to the factbeing tested by the question. The spur-

iolfss of this,assumption is witnessed by any number 'of examples where

.child)ren are askecrquestions of vocabulary. Granted a high positive

correlation between intelligence and vocabulary, it is impossible, never%

theless, to determine &ether a minority child has missed a test item

because he lacks the capacity to understand a given word or because he
/
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simply has never been exposed to the word,_e.g., "nitroglycerine" (in

the WISC), "fire hydrant" (in the Betty Caldwell and Peabody) or "crevice"

(in the Otis-Lennon)..

The fundamental problem with most of the tests mentioned above and,

indeed IQ tests in general, is that test publishers have,failed to fully

consider the problems associated with testing the minority child. More-

over, it would seem that the attempts to deal with these problems by the

above mentioned means will lead to limited success for the reasons dis-

cussed. However, since the results of tests are used to determine the

educational and, by exteneion economic.and social future of school-age

children it, therefore, behooves test publishers to more fully consider

the minority child's cultural background. A publisher who has considered

cultural background would know, for' example, that the Chicano child.is

reluctant to guess when he doesn't know the answer to a question; that

the Indian child is taught in the spirit of cooperation rather than com-

petition and is'reluctant to compete with his peers; that Black, Chicano

and Indian children ileve little experience in developing test-taking

strategies which would enhance their performance; amd finally, that there

71

are a significant number of children from all of these groups AM view

the schools as threatening, hostile and alien.

In summari, it may be said that the major problem in the psychometric

approach to intelligence testing described in the previous notes is that

environmental factors such as linguistic and cultural differences have

not been taken into account. The position to be taken,here, in cattrast

to the psychometric approach, would argue, in agreement with Piaget

p
0 L.)
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that the determination of intelligence must be studied through the examin-

ation of intra-individual rather than inter-individual approaches. Thus

in the present view, intellectual development is characterised by the ex-

tent of internal control of functioning versus external control of func-

tioning at any given stage of development.

With the understanding that testing procedures must distinguish be-

mien external-environmental and internal-developmental variables, the

determination of a subject's intellectual development thus becomes a two-

step process.' In the first step it becomes necessary to remove the effects

of these externaLfactori before actually testing the subject. 'The second

step involves a determination of the extent of internal variables through

tie use of tasks utich vary.in the degree of control iequired to produce a

correct'response.

The use of a'"experimeetal.repertorie control (SRC)" provides for the

control'of external variables which can reflect diverse expereetial and

. .

stylistic differences rather thin differences in intellectual capacity-or

internal control!ot functioning. The application,of a,controlled repertOire

in'which subject..differences are removed through pretraining procedures has

,been attempted by Pascual-Leone & Smith (1969), Pascual-Leone (1970) and

De Avila (1971).

Pascual=Leone (1970) used'a variety .of the Piagetian tasks and the

Witkin et.41. (19

a factor analytic

'esseetial feature

used aa/a control

62) measures of'fieid dependence-field independence in

study of cognitive development and cognitive style. An

to Pascual-Leone's procedures is that prior learning is

variable rather thin as a dependent variable (iee Pascual-'
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LeoniAlIalth, 1964...fting-Orior learnies.as a control, Paicual -Leone

(1969) found highly stable results-acrois'a number of Pitgetian tasks.

in discussing the failire of previous expirirenters to obtain high corn-
:

lations among !Lawn's tasks, Pascaal -Leese (1970) notes that these poor

reaUlts nay be due to(l) poor reliabilities caused bY the small number

of iieme per test, (2) failure in "relevant linguistic preiraining,"and

(3) failure to note that subjeCts do not always function it their "sane-
\

turar" or highest level of operativity..

In another study by De Amdla (1971) using'upper -Riddle class children,.

!twits found that when the backgroand of the subjects was controlled through

the use'of experimintal cOntrol tasks, low correlations were found between

a standardised intelligence test,.(the OtisrLennon) and a number of /legation

tasks. 'Such.results.inebi thatehelIQ measure say be highly related to

the external variables iuch as educational and social backaround. Moreover,

co-

these findings Sugseit that when these factors are controlled for .through .

pretraining, IQ ceases te be An adequate...Assure of intellectual development..
7

Replication of this finding withloasocioedahomiciublects would support

this position. Mare important to the curreat research is the purpose of es-

tablishing the reliability and construct validity of the current measures

with a new respect to the Piagetian developmental hypothesis.

A seconkaajor purpooe of the present study which replicates and ex- %

ponds the largely unpublishid extensive results of Pascual-Leone, Parkinson

. -

and De Amtla at 'fork University and/or Boulder, Colorado was to exmadne the,

/

psychometric properttes of several !tertian tasks which vary according to

; the extent to which external variables are controlled. The third purpose

:9 0
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to whichthis reiearch is directed is the issue of group adminietration of'

Piagetian tasks. Educational situations usually require group testing be-

cause of the large number of subjects involved relativeco the manpomer

available. Piagetian tasks, have historically been individually administered.

However, Dodwell (1961) and Harker (1960) have shown that the child's con-

ception of nuiber can be tested in a group setting; De Avila, et. al. (1969,

/1968) have Measure& several conservation tasks and spatial perspeCtive

problems in group situations. De Avila et; al. (1969) found adequate reli-

-
abilities fOr the conservation of substance and egocentricity measures,

w.,jgesting the further possibility of using Piagetian-based group measures

to eValuate the developmental-psychometric properties of tests which are

applicable;across a broad range of development. Similarly, Pascual-Leone

(1960 and Pascual-Leone & Parkinson unpublished) haye adapted a number.of
_

Piagetian and.neo-Piagetian tasks to group settings with's high degree.of

success.

The goals of the present research were thus:

-

1. To xamine some of the relationships between the neo-Piagetian

approach to developmental scaling-and traditional approaches em-

bodied ic6osYchometric testing.

2. To test the applicability of the "experimental repertoire control"

(*RO) concept as a procedure foi testing minority children.

3. To test the fsaeibility of using Piageciao measures to determine'

the developmental levels of minority children.

4. To examine the psychmetric properties of-the Draw-A-Man and

kColuebia Mental Matu ity Scale.for minority children.
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5. To examine the relationship between developmental and.I.Q, an-

alysis procedures for minority children.

/nstrumints

neo-Piagetian,tests were given: the Cartoon Con-
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servation Scales,(De Avila, 19684 1968bt 1969), the Conaervation oUthe,

horixontality of water as Waasured through the Water Level Task, (Pascual-

Leone, 1966; 1970; pascual-Leone & Parkinson, unpublished), the Fi'bral

Intersection task (Pascual-Leone; unpublishikPascual-Leone & Smith, 1469),

and the Serial Task (De Avila, 1971). /n addition two standard measures

of intelligence, the Columbia Mental Maturity Scale and the Draw-A-Man

were also used. Each of these measures are briefly described below.

CARTOON CONSERVATION SCALES (CCS)

Several measures of Piaget's conservation tasks- were assessed by

means of the cartoon format developed by De AVila et. al. (1968a; 1968b;

.1969). In De Avila's procedure, three cartoon frames are presentedin

which two children discuss a Viagetian task, Iwthe.first frame an equality.

_,14 established betwcen two objects according to the dimensio4 being studied

(i.e., number, length, substance, etc.). In the second frame an identity

ttansformation ia depicted and in the third frame the questiin of Conser-

vation of equivalence is asked. 06 the right side of the panel three pos,

sible answers are presented. The three alternatives which'show the characters-

!

responding to the question are randomly'ordered as to correctnesi in'order

to avoid,ilosition effects. Similarly, wording is 'altered fxwitem to item

in order to avoid the possible effects of acquieicence. Background on the

L

conservation sca/es and an'illustration of tha dialogue from each scale are
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. In its current form the CCS consisted-.6f-thirty cartoon panels.

There were, six examples of five taski. The panels were presentefi to the

subjeCts and the story-line was read and elaborated upon in o er to facil--

itate understanding of the question. The subjects taik was siMply to mark

the one (alternative) "that makes the story true."

Conservation of number is measured by showing blocks on a table.

The dialogue is is follows: Frame One: "How many blocks are there?"

Frame Two: -"There are Seven in each row. put these in a bunch."

Frame Three: "Are there fewer in.the row than ln the bunch?" There are

three possible reiponses froM which the child chooses his answer. Each

alternative provides the child with written (i.e.,. child points to one,

another, or.to both.sets_of blocks.) As in all cases the child siMply.

picks.his,answerhy putting an "X" on the picture "that makes the story

true." (See example l)

Conservation of substance is measured through items such as the car-

toon where the following dialogue takes place. Frame Oftej "These two
rs=

claT balls are the same size." "rhey both have the same amount of clay."

Frame Two: "I'll roll one into.a lonOcot dog shalie." Frame Three: "Does

one have.more clay duo the other One.now?" In the response frames the_

responses are: (boy points te both) "They have the same'amounr, (boy

points to hot dog). 2The hot dog has more", (boy pointl to nall)

ball has more." (See example 2)

Conservation of surface performance on,the task req ires that a sub-.

ect recognize/that no-matter where-a given-number of object:: are located

ti
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on a surface, the amount of surface exposed remains ehe same. An illustration

from the CCS uses a toi farm placed on a table. The dialogue in Pram One

is: "See the little farm." "lbe cows are all over the table." In Frame

Two the dialogue is: "rhe cows need to have more grass." "Put the build-_
ings an the back of the table." In Frame Three the question is: "Ts there

more space on the table now?" The response order is: 'There is less space

now." "There is the same space." "There is more space now."

Conservation of weiaht in the CCS one of the illustrations involves

two children balancing olp\a seesaw. In the first frame, the two children

are shown from a-distance and one,says "Key, this is fun. We can go up and

down." /n the next frame thsi second child says "Let's see what happens when

we-stop." In the third frame., the two, children are showm in a balanced-

horizontal position and oni Child asks, "What will happen if I lie down?"

The three alternatives show the seesaw in several,positiond with the .child

who-asked the question in a lying down position. It should be noted that

the Position of the child mho is lying down is depicted in such a way as to

indicate no change in the distance between himself and the fulcrum.(seesaw

center post) so as not to alter the leverage relationships. (See example 3)

Isocentricity -.Inthis measure, the subject is asked to picture how

a getting would look from a perspective other than the one from which he is

looking. .0ne illustration from the CCS uses-the concept of taking.a 'picture

of a toy barn, silo, and tractor as follows: "See my new camera." "Dike a

-picture of myefarm." "I'll take the Picture from over here", (view opposite .

that of person Who "owns" farm). Frame Three: "Iithat will Ihe picture look

like?" The response frames show the.pictute taker's viewpoint, the "owneee".
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:viewpoint and a, side view, each with the caption, look like this."

(See example 4)

WATER LEVEL,TASK (WLT)

/

The conservation of,--the horizontality of water miasure utilized here

was introduced by_Tiscual-Leone (1966, 1970) as a standardized quantifiable

versioa,of,the Piagetian test (Piaget & inhelder,.1968). A.more-coiplete

description of ihe relative parameters of this type of task can be found in

.,-

,Ztlie semantic-pragmatic analysis of the relative strengths of objects in the

field doae by Pascual-Leone (1970).

In this study, a special version of Pascual-Leone's group tests by

Pascual-Leone & De Avila (1972) was used. Subjects were presented with in-

dividual booklets which contained five horizontal or vertical two-dimensional

bottles, eight two-dimensional-tiltedbottles and four three-dimensional

bottles, two of which were also tilted. The subjeCt was asked to draw a

line where the top of the 'water would be if the bottle were half full and

then to place an "X" in the.part that contained the water.

.FIGURAL INTERSECTIONS TEST (FIT)

. The figural intersection test is a group administered paper-and-pencil

test in which subjects are required to place a dot in the intersecting space

of a varying number of geometrical figures. It was,developed by Pascual-

Leone and constitutes a figural analogue of Piaget's "intersection of Classes"

(1932). The type of overlapping figures utilized in this test were originally

devised by-Abelson (1911) for another.purpose. In a series of unpublished

studies, Pascual-Leone has shown the test to have a high degree of internal

tI 5
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consistency (split-half reliability,ml .89) as well as being Significantly

related to tests of similar logical structUre (Pascual-Leone. & Smith, 1969).

For example, it has shown-a-high correlation with ,the OLT described above.

Combined with the WLT, in the present context, it was taken as an index of

developmental level. This relationship has been previously found in a

series of unpublished studies by Pascual-Leone & Parkinson (1969). .

SERIAL TASK (ST)

The serial task (De Avila,-=1.-is-a-sihart_Ierm memory task which

is individually administered-in two phasea'. First, subjects are pre-exposed

to the stimulus materials used in a second testing phase. In the pre-exposure

or pre-training phase, each subject is shown a series of 10 different 35 mm.

.color slide transparenCies of pictures depicting a donkey, house, airplane,

etc. Subjects sit facing a screen situated on a wall six feet away. The

10 illustrations are presented by means of a Kodak-650 carrousel slide pro-

jector. To introduce ehi task, each subject is shown each figure and asked

to give its name and color (i.e., "a yellow hat").' Following this initial

introductory phase and after the subject was able to correctly identify each -

figure ten times When presented in rapid random, succession, the testing

Phase was begun.

. The test phase was 'conducted in a "free recall" manner (Adams, 1967)

Where, without any prior knowledgnof the length of a list, the subject

was asked to reproduce the list ignoring the order in which .the individual

item's are presented. -Subjects were shown a.series of individually presented

figures terminated by a blank slide, and asked to tell the 'experimenter:

what they sae: The exposure time for each individual slide was .750 meec.

C)"(JO
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There was no.requirement that the sequence of the presentation be maintained,

or that the subject respond within a specified period of time, or-produce

a predetermined number of reSponsis. The child was simply asked to reproduce

.what he saw using whatever labels were convenient.

There were seven sets of figures presented to each subject. These

seven ilets varied as to.the number of stimuli within a series. There were

'213 sets in all, 4-consisting of one figure, 4 consisting of two figures, 4

consisting of three figures to 4 consisting of seven figures'. The number of

figures presented within a series, as well as the individual figures, were

randomly varied. Finally eaCh illustration was presented no more than once-. .

in a series.

DEAW-A-MAN & COLUMBIA MENTAL MATURITY SCALE

In addition to the CCS, FIT, MLT and ST, ,two standard measures of in-

telligence, the Draw-A-Han (D-A-M) and the Columbia Mental Maturity, Scale

(CMMS, Burgemeister, 1954) were included in the tetit battery. These measures

served to establish some indication Of the relationship between'measures of

intelligence currently in use with' Minority children and the above described

measures.

Procedure

The CCS, FIT, and MU, 'testing was conducted in small-groups. Foi the

CMMS and ST'testing was doni individually by,one of two bilingual-
,/

bicultural experimenters. Where.necetsary, instructions and teiting were
/ -

carried out'in Spanish.,

Subjects

Subjects,for the experiment were 100 first through sixth graders at a
_
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central city school in a city of approximately 115,000 on the West Coast.

Ethnic composition of the group was: 63.2% Mgrican -American, 1.8%' Black,

22.6% Cancasian, and. 12.2% othei nOn-white. Testing was done during two

consecutive months.

Results.,

/In'order to establish the conktruct validity of the conservation mu---
;

. sures included in the.CCS, a principal components_factor analysis with
-------

rotation was performed. 'Table Leonel-1.XX the factor loadings. A total of
_---

50 percent of the,Variince in the matrix was accounted for byrhe ablution.

_

With-the exception of two of the conservation.of nulber items, the factors

clearly 'represent.the conservatiobasasures included. .:.

81

Refer to Table 1

iven the distinctness.of the tasks, scale scores-for-each measure of con-.
I 7

servation were obtained by simple summation. Table 2 shows the values of

Cronbach's Alpha and the Ruder Richardson Formula 20's (KR-20) and homogen-

eity ratios (HR, see Scott, 1960).for oath of these scales.

Refer to.Table 2

/S.M.T.7"rr:trr-w,

Since the Water Level Task contained three.different situations involving

the conservation of the horisontality of water, it, too, wen factor-NW/sod.

The results of this factor analysis are shown in Table 3. The first three

Ifactois had eigenvalues greater than one sad accounted for a total of 65%

Hof the variance.: in the matrix. Rxliability data is shift in Table 4 for the

1:
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....nubsciles and the total scale obtained by nsimple summative basis.

Refer to Table 3-6. 4

The reliabilities for the ST are shown in Table 5. The low reliabilities

at the extreme low end.of the scali are clearly due to the lack of variation

of.performance among subjects, as all subjects.remembeiet the single piCture.

Refer to Table 5

The FIT yielded reliabilities similar to those of the ST as/may be seen

in Table 6. .However, little variation was found for the sets involving

seven or eight figures.

Rifler to Table 6

As is evident from Table 6, all the scales of the FIT were highly reliable

With the exception of those at the extreme ends. Also, almost identical, re-

sults were found using different measures of reliability.

High reliabilitienwere also found for the CMS (Cronbach Alpha. .869

KR20 .887), and for the.D-A-M (Cronbach Alpha .846). The homogeneity

ratio 'fel. .che CMMS was .124 and .116 for the D-A-M. According to Scott (1960),
/-

the homogeneity ratio is a coniervative index of the average correlation be-

tween test items. In practice ratios between .150 and .600 are acceptable

/.(personal communication with William A. Scott, University of Colorado, 1967).
N,

The lower the ratio, the more complex and heterogeneous is the concept. Values
.

imtlow .150 suggest each item is a measure of a different concept with the

',-
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test scale not measuring a unitary trait or concept. Thus, the homogeneity

or internal consistency Of both the D-A-k and CMS would appear to be on the

low end of the acceptable-range. On ihe other hand, the SOMMIAAt depressed

homogeneity ofthe ST (RR el .112) and PIT (Ms ./99) would have been due to

the low performance variability found at the extremes of the scales.'

The intercorrelitioks'of measures used.in,the study are shown in Table

7. Of particular interest.ere the negative relationships found between age

and /Q and the lack of relationship between the two.WmeaeUrei;---

Refer to Table 7'

Further evidence of the inappropriateness of the psychometric IQ model

/

as embodied in the CMMIS was found in a factor analysis items. Of the first

50 iteaxion the test, only a few items were missed yielding a sample mean of

49.84 wittqa standard deviation Of 0.48 for these items. From the lack of .'

discrimination among subjects it appears that these items are werthless in

this situation. The last 50 items were factor-analyzed by the principal com-

ponents method and varimaX iotated. The first factor"accounted Cor 157. of the

variance while 14 factors had eigenvalues greater than one. A varimax rota-

tion was performed on the first five factors; Of the 50 items, 31 had loadings

.of .401. or.better, 12'on the firit factor, 5 on both the second and third

, factor, 4 on the fourth and 6 on the fifth factor. An examination of the items

suggests no consistency of cOnceptual operation for a given factor. Factor

one, for example, contains functional analogies, class exclusion,.number

anCsixe_analogy_items.__iThe_low. communalities and _the. fact that

the five factors accounted,for only 34 percent.of the total vallence further
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...suggests difficulty. in interpretation of.the instrument;

'Refer to,TAble 8-

/n the otype procedure described.by Tryon and Bailey (1971) an attempt
.

r4
is made to identify groups of subjects which.have similar test profilea.

/n a process somewhat.like template matching died in pattern perception

studies (Uhr 1963) subjects are grouped according to response patterns.

According to the hypothesis that different age groups will pass, different

conservation tasks one would therefore expect to find different groups of
3,

subjects to have similarly responded to the different,conservation tasks.

Since the different Conservation tasks measured.by the CCS are assumed

to be mastered at different ages, it mis hYpothesized that children could

'be grouped acCording to otype performance differences whIch would be re7 .

flected by statistically significant differences between them. Thus con- .

servation of number and surface should be mastered by all subjectS,.sub-

stance by all but.the youngest group.and ego and Weight only by the oldest

subjects. 'In order to test this hypothesis, the'proCedure described by

Tryon and Bailey (19701 as the otype approach was used with a modification to

allow for testing tfie structure of the types against hypothesized typrs.

/n the procedure used, T-scores were.computed which reflected the number of

items percOnservation scale which a subject would have to attain tobe

reasonably sure of being able to perform the task (in this case 4 out of 6

.were Used) and.also the number .of scores (2 out-of 6) for a chance reiponse

were.computed (2 outof 6) is a T_score. The eXPected types were established

to reflect the ordet in which the concepts Were,supposed to. be attained. In

161
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atvor-virrw.,..

the ease of the llUt, ST, and FIT, 10 T-seore pOints wets .ibttrarUy ueed.

./4
between eacher the types. This procedure resulted in three hypothesised

95

tTes, which are shown as the first entry in Table 9'. In the computational

procedure, all'scores are firat converted to kseeies. The distance of

/

Refer to 401* it

eich subject's scores from the means o each of,A.he arbitrery_types is/

then eomputed using the.least -squares approach, Mad divided by.the number,

of variables. Th. subject As assigned to the type from *kith the distance

is the smallest providing thar//distance is not greater than a predetermined

centrol (in this case 11 TOre points). Once thie accompliWied for

---esci eubject, new meane/tre generated and reiteration begins with reemputing:

1
dietances. This.eo7,leues until there are no changes in type membership.

The types Whith resulted appear to be quite homogeneous. Further, At
/

should be noted/that there were no reversals of what le..tread!with thecrde

of increment being frotelotype 1 to.otype 3. Mean t.testeof differences

. -

,from the expectedAypei are-shoeivas the last entry in the table. Those
- .

1 , r

tasks (OLT, nr, ST) less subject to environmental influence seemed to

match the arbitrary-types more closely than the conservation tasks.

Analysis of variance and independent t-tests were computed for the final

.otypss for all variablet included as well as for age. The resUlts!of this

analysis are shove in Tsble 10. Of the mote. eevironmeneally -independent,

Safer. to Table 10

700
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measures, only one comparison failed to find a difference' This failure to

find a difference occurred between otype 2 and otype 3 on the ST. In attempting

to determine why this resulted, it was found that one of the experimenters

had repeated 1..he stimulus to some subjects when so asked. This practice could

hive resulted in higher scores for the younger subjecEX-of otype 2 due to

.practiceeffects.

Discussion

\

general terms, -thi-findings Aescribed above give.support to the, pro-
.

, _------
cedures utilized in the'present approach.. A possible criticism, however,

stems from the limited sample size and a caution must therefore be taken in

generalizing these findings to other larger populations. SimIlarly, these

results are limited by the fact that the subjects represent a rather limited

sampling Of the urban-rural continuum. With these genera1,1

mind the following will consist of a discUssiob otscime of_the more pertinent

findings.

The'first and perhaps.most immediate conclusion to be drawn from the

f)Wtent-researchsc.oncerns the-nature, structure and possible inappropriateness,

of the psychometric /Q model as embodied in the DAM and CMMS. Whilehigh re-
1

liabilities ware found for both of these teats, the low homogeneity ratios .

indicate that both tests are tapping a somewhat more Amorphous.concept than

general intelligence. Second, since.both the DAM and.CMHS showed negative

correlations with ageone would have to consider that at least the age norms,
\

if not the entire tests, are inappropriate for the present sample. Third,

the fact that the correlation between the_two tests was negligible similarly

cAls into question the procedures of these two -tests. Finally, since the

IG3
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factor, analysis of the CMHS showed-IOW overal/ communalitiei for the ieems

anci'did not.piodUce a factot structure consistent with the structure de-
-

scribed in.tha test menual,there is little support for the test. In fact,

the basic conclusion Which must be drawn from these findings is that both

the CMMS acid DAM ihould be.used with'great discretion.

, .

In contrast.toehese results, the CCS, WLT, FIT and STresults'wer.

more encouraging. The conservation scales (CCS) showed a high degree of

internal consistency as indicated by the factor analisiCseructure as well

as by the homogeneity and reliability indices. .With the exception of the

"surface" items, further supPort was ptovided for:the CCS by the high.corre-\
lation of the subscales'with thi.other titmice.: An examination' of the'age,

trends forehe surface substaXe,showedit-to have the lowest overall entre -

lation. witiunge (r 0:212). Sinceit Was expected that all of the subjects

would be able.eo Pasnitems of this type, the Overall correlationwas ex-

7 '
pAted to be low due to restricted varianCe.(i.ei, all-eubjects: were coirect)._

A similar finding was anticipated'and'found for the number subscale." Row

ever, the mean probability,of.a.correct.responie for the numbernubscale

items was .84 whereas, it was .26 for.the.surface subscale.. Thin finding

is in sharp contrait with the anticipated.re*ult and raises questions dm', to

,

the applicability of the carmion format with this tip. Of item a: well as

With Piaget's analymis.Of the task. _Certainly, since the mean probability'

of a correct response was below chance (.33) there was a great tendency on

the part of all subjects to ,"centrate" on misleading cue provided in ths

. item. Thinfindings is consistent with the phenomenological point of view.

How many of.us have Dived furniture around to "make more:room?"

104
' 1.

_
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The WLT showed high overall itability across all levels of analysis.

The empirical factor structure matched the hypothesized structure. The

reliability and homogeneity of the subscales and overall task wire high

and the test correlated well with the other Piagetian tasks.. /n summary

the basic.results replicate the findings obtained,by Pascual-Leone (1970)

in a number of unpublished studies.

The'same,basic results were found for the FIT and ST with the exception

of items at the extremes of both tests. The basic results indicated high

internal consistency as well as a high degree of relation to the other

Piagetian-based tasks.

A major importance of the present research is that it provides support

fOr the possibility of generating developmentallptbased scales which are.

both consistent with Piagetian and psychometric theory. Moreover, the

general approach embodied by the "controlled.repertoireprocedure would,

indicate its applicability across diverse populations.. A major concern of

future.researCh will beto elaborate on the implications of these findings.

Furthermore, these results call into quesition the basic structure of tradi-

tional IQ measures. On the basis-of these results, it-mould certainly seem,

appropriate for'future research to take a, more detailed look at a.large num-

ber of traditional IQ instruments, particularly at their use with non-Anglo

children.
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'TABLE 2

RRUABILITIES FOR TER CONSIRVATION SCALES

.

Method *tuber 'Surface Substance

\\ .

.Cronbach \
Alpha

R120

lonogeneity
Ratio

.732 ,...782 '..\\

N

.736 .786

.317 . .378

,821

__N\_.

:125'

.436

Ego Weight
,

-.616. .798'

_....._

:
.

.622 .735

\ .212 , .397

106

106*

106
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TABLE 3

:.-PRINCIPAL COMPONENTS OF WATER LEVEL TASK
THREE !ACTORS ROTATED .

(Principal Component Analyeii with Verb= Rotation)

FACIORS

VARIABLE
Percent of Variance 41.75

,.

LOADINGS
13.65 9.49

Vertical/Rorizontal 1 .216 _-.839 "B----- .779'
,, ---

-.026V/E 2 .073 -.725 .531

lill 3 .239 -.841 .099. .774

V/E 4 .141 -.892 -.023 .817

Tilted 1 .583 -.318 .375 '..582

:Tilted 2 .609 .-.050- .102 .384

Tilted 3 -.818 -.098 .037 .680

Tilted 4 .704 -.074 .438 .693.

Tilted 5 .810 -.123 A89 .680

, Tilted 6 .768 -.197 .223 .678

Tilted 7 .777 -.205 .162 .672

Tilted 8 .785 -.204 .-.048 , / .660

34 1 .237 -.061 '.594. .413

3-D 2 .358 -.135 .737. ..690

3-9 3 -.110 .072 .846 .73.3

3-0 4. .599 -.331. .3E7 .618

ICS

91



92 .

Method

Cronbach
Alpha

TABLE 4

RELIABILITIES FOR THE WATER LEVEL TASKS

Vertical/Horizontal Tilted Three-Dimensional .Total N.

.820 .902 .696 , .627 108.

Homogeneity
Ratio. .634 .537 .367

,

109
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Item
.Methn4 one Three Four Five

Crunbach
Alpha .354 .531

, -.727,

KR20 .362 .557 .774

Homogeneity
Ratio, , .108 .249 .330

.828

.826

375,

Six Seven Right Total ..N

.724 .598 ,482' '.005 .910 91

-.727 039 .910 90

.305 . ..200 .190 .002. ..199 91
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TABLE 8

t, PRINCIPAL COMPONENTS,OF COLVNBIA MATURITY SCALE
1

1 J. : 'LAST 50 ITEMS
i' FIVE FACTORS ROTATED .

(Principal Component Analysis Wi.th Varimax Rotation)

FACTORS
I/I' /V V h

2

VARIABLE L OADINGS
Percent f.
Valiance 15.itio

!.8i3
4-62
-.238 -.240

4.45 4.14
-.121 .152

52 :217 .368 -.116 .097 .001 .205

53 .068 .158 -.054 .574 -.100 .372

54 .227 .154 .072 .525 .047 .358

55 .219 .661 .146 .234 -.177 .592

56 -.054 .399 .659 .016 -.180 .629

57 .075 .118 .336 .121 -.241 .205

58 .104 -.068 .416 .205 -.012 .231

59 -.117 .622 .059 -.036 -.142 .426

60 ; .212 .134 .207 .403 -.038 .270

61 .017 .096 :378 -.053 -.189 .191

62 .014 .098 .676 -.134 -.014 .485

63 .131 .512 .327 -.105 -.194 .434

64 .271 .327 .143 .068 , -.205 .247

65 .300 .138 .019 -.037 -.180 .143

66 -.055 .449 .138 .164 -.040 .252

67 .276 .392 .061 -.120. .084 .255

---- 68 .106 .120 ,.291 -.286 -.152 .216

69 e226 -..488 .374 ...050 -.4,303 .524

70 .622 -.024 , ...074 .194 ...048 .433

71 .270 .227 ,-.136 .068 ,-.398 .306

72 ...018 .284 .028 .030 ...494 .327

73 .422 .071- ,-.016 ,-.387 ...279 .412

74 .096 .271 .070 -.577 ...088 .429

, 75 .570 .167 .209 -.051 -.033 .4000-

76 .102- .006 .205 .085 -.284 .140

77 .616 -.031 .175 478 -.194 .480

78 .124 -.250 i .314 -.054 -.537 .468

79 .404 .040 4 .102 .058 -.272 .252

80 .152 .089 .122 -.095 -.346 .178
81 .300 .078 .071 .,.367 .029 .237

82 .423 ...022 .278 .364 ...170 .418

-83 ...007 .004 .184 .,.176 -.558 .383

84 .472 .302 -.112 -.032 -.067 .332
85 .484 -.081 -.099 -.360 -.151 .403

86 .586 .129 .363 -.235 -.056 .550

87 .215 -.076 .420 -.107 .096 .248

88 .517 .093 .313 -.237 -.122 .445
89 .541 .170 .235 .049 -.210 .423

90' .383 .088 -.143 -.232 -.039 .230
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